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from whom I gained my first interest in language 


Preface 


Teachers, parents, and the public in general are deeply concerned 
that children in the elementary school develop the ability to com- 
municate effectively. The favorite target, when the schools are criti- 
cized, is the language areas — usually reading, writing, and spelling, 
though the ability to speak clearly and effectively is also mentioned. 
that the language arts are a matter of such con- 


n many vocations is dependent upon the ability 
n is almost essential to a 


It is entirely natural 
cern, for competence i 
to communicate, and, indeed, communicatio 
satisfactory personal life. 


Teachers are well aware of the fact that their reputation in the 


profession hinges very largely upon their ability to develop in children 
a satisfactory level of skill in listening, speaking, reading, and writing, 
so that children can operate confidently and effectively in their use of 
the mother language. These abilities are valuable as ends in them- 
selves and indispensable as means of learning during the school years 
and as avenues to self-education throughout the productive years of 
maturity. 

In a very real sense, the child builds himself as he builds his 
language. Because this is true and because no two children are ex- 
actly alike in background, in the way they learn, and in the attitudes 
they show toward learning, itis impossible to set out definite plans for 
teaching. College students preparing to be teachers, and even some 
experienced teachers, long to find a book that tells them precisely 
what steps to take to achieve their teaching goals. There can never be 
such a book, because effective teaching demands that teachers study 
the needs of each individual child and adapt their teaching to meet 
his needs. The best service any book can render is to help teachers 
understand the language they are teaching and to help them recog- 
nize the problems and needs of the children in their classes so that 

nomically and effectively. 


those needs can be met eco: 
A great deal has been written about the language arts since the 


first edition of this book came from the press. In a sense this was a 
pioneer book — one of the first to treat the language arts as a single, 
interwoven pattern. It was also among the first to point out clearly 
the relationship which exists between language development and the 
development of personality. 

This Second Edition contains a new chapter on listening and one 
on spelling. The chapters dealing with grammar and with reading are 
greatly expanded, and there is new material at a number of other 
points throughout the book. It is the hope of the author that practical 
values for day-by-day teaching have been added with the additional 
pages. 

Many professional friends and coworkers, as well as great num- 
bers of children, have left their imprint on the thinking that shaped 
this book. To all of them the author is grateful. 


Ruth С. Strickland 
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An Introduction to Language 
and to Children 


The twentieth century has seen the daily 


lif 
€ of most of the world modified by modern methods of com- 


muni 1 m A 
nication. Telephone calls between Prime Minister Churchill 
the White House shaped 


in 
и and President Roosevelt in Ш 
to an the strategy of World War П.А misinterpreted answer 
the h ultimatum to Japan % credited with responsibility for 
оа dropped on Hiroshima and Nagasaki. President 
hower's response to a letter from President Bulganin is 
s it holds for 


awai i B H H 
ited with concern because of the implication 
d. The United Nations Assembly 


t 

К nations of the wore: d 

Bates p the problems of Israel and the Arab states and dele- 

Ein isten and respond simultaneously in their several lan- 
ges — through the media 0 skilled interpreters and a me- 


Chani : 
of th ical communication syste™ Airli 
he world in all kinds of weather keep in constant touch with 


со 

њи towers. Fleets of taxicabs ап police cars throughout а 

radi city are guided by intercommunication systems. Battery 
Os are bringing news of the world to remote peoples in 


fri 1 A 
ica and Asia. The annual output of printed material is too 
agine. The world is a 


ar 
mt any. individual to clearly im 
y changing place largely because of modern methods of 


со 
Inmunication. 
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Modern means of communication influence home life as well. 
An American family wakes on Christmas morning. “Merry 
Christmas!” everyone calls as he makes ready to join the others 
around the Christmas tree. Package labels are read and there 
is great excitement as each one explores the packages that fall 
to him. Great-grandmother is pleased with the small television 
set she can enjoy in her room. Grandfather settles down with a 
new book he has received. Mother is glad to have the mono- 
grammed note paper for her correspondence and the subscrip- 
tion to Vogue that she will enjoy all year. Dad begins to study 
the directions for his new projector for home movies. Cousin 
Jack is examining the portable typewriter he has needed for his 
term papers at college. Terry rejoices in the little battery tadio 
he can take on scout trips. And little Susan has laid aside her 
precious doll for a moment to look at her new picture books. 
A telegram comes from a favorite uncle and a long distance 
call from the other grandparents makes the day complete. 

As the family enjoys the programs on television on Christmas 
afternoon, the experience holds differing significance for each 
member. To great-grandmother it is still a miracle. She did not 
experience television until she was seventy. Grandfather had 
his first experience with radio during World War I and with 
television almost thirty years later. Radio has been with Dad 
all his life, though his first experience with television came after 
he returned from the South Pacific at the end of World War II. 
But his children who sit with rapt attention watching a 
Christmas play take television for granted as a part of everyday 
living — as accepted a part as the family car, the water in the 
faucets, and the light that turns on when they press a switch. 

On this same day, in some of America’s least prosperous 
homes, a television set is the family gift. The children and their 
parents have agreed to do without individual gifts so that the 
family can have the television set for everyone to enjoy. One 


finds television aerials over the smallest and poorest of homes 
in many rural and urban areas. 


COMMUNICATION THROUGH LANGUAGE 
Means of verbal communica‘ 


tion have moved a long way 
since the days when man coul 


d communicate with man only 
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when each saw the other’s face and heard the sound of his voice. 
But communication through television and other sound pic- 
tures, radio, telephone, and intercommunication systems of all 
sorts is still basically speaking and listening. What man com- 
municates and the patterns of sound he uses have changed 
enormously through the centuries as man has amassed knowl- 
edge in countless fields and coined new words in which to 
express his new meanings. 

Communication through signs and symbols developed later 
than speaking and listening but it has changed in equally spec- 
tacular manner. From blazed trails, smoke signals, signal drums, 
and picture writing, man has progressed to written language 
which appears in teletype and in millions of leaflets, bulletins, 
newspapers, magazines, and books which flow from the presses 
of many countries each year as well as in innumerable neon 
and other types of signs. 

The proportion of the world’s population which can read and 
write is growing rapidly. People in the underdeveloped coun- 
tries of the world are reaching out hungrily for education so 
that they may learn to govern themselves and improve their 
standard of living. 

Listening and speaking, reading and writing are the means 
of communicating through language, though the sounds and 
symbol patterns used differ from language to language. All 
languages have interesting histories and language history is 
being made daily, the world over. A language grows and 
changes as the needs, the experiences, and the thinking of its 
users change. 

A language, then, is a body of sounds and meanings held in 
common by the members of a linguistic group. The French 
understand their sounds and symbols and the Japanese theirs, 
It isa social matter and each individual accepts it as he finds it, 
Language becomes fixed and is recorded in dictionaries and 
grammars. “Everybody in a speech community accepts the 
common words as completely as he accepts earth and sky.” 
When there is no word for a new object, event, or idea, one is 
invented or borrowed. Slang and other innovations creep in, 
and if they are useful they stay. “But for the great body of the 
mother tongue,” says Stuart Chase, “we agree to keep it as we 
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learned it lest we suffer the fate of Babel. Of all the unconscious 
agreements which hold a society together, this is the strongest.” 


(2, p. 99) Every language has a growing edge but the bulk 
of it remains constant. 


OUR LANGUAGE IS ENGLISH 


We use English as our language. It is the mother language 
of at least two hundred and fifty million of the world’s people. 
Look at the map of the world and locate the English-speaking 
countries. The British Isles, Canada, the United States, and 
Australia are the main ones, of course. But New Zealand, British 
South Africa, Kenya, and other colonial, protectorate, and man- 
date areas scattered over the earth’s surface use English as the 
language of government. English is the chosen second language 
of approximately another quarter of a billion people in such 
places as the Philippines, Puerto Rico, and India, of course, but 
also in Japan, Korea, and other countries whose economy and 
security are tied up with the English-speaking peoples of the 
world. One cannot conceive of a language used as mother 
language by a quarter of a billion people scattered widely over 
the earth’s surface as a stationary and static language. It is of 
necessity a dynamic, growing, changing language. 

Added to the factors of population and spread is the fact that 
the major English-speaking countries of the world are countries 
far advanced in science and technology as well as in the arts 
and cultural pursuits. It is clear that the English language 
could not stand still. New ideas, new inventions, new modes of 
living all call for new words and new forms of expression. The 
h spelling and phonics and the inconsist- 
mmar are the results of change and growth. 
lage is the product of many vicissitudes in 
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English is a rich language for the expression of shades of 
thought and meaning but a language full of inconsistencies. 

The English language has taken on great significance during 
the last three centuries. The forging of the British Empire car- 
ried it to the far corners of the earth. Bismarck is said to have 
remarked that the most important single event of the eighteenth 
century was the establishment of English as the language of 
North America. There is significance, in this quarter century, 
in the fact that the armies which crossed the Channel into 
France under General Eisenhower at the end of World War II 
all knew English. The Canadian, American, British, Indian, 
Australian, and South African troops needed no interpreters. 
They had a working solidarity which grew out of a common 
language. English is one of the major languages for the transac- 
tion of business throughout the world and it has gained tre- 
mendous power in world diplomacy. 

Every child in every school in the United States learns the 
English language. The family name he must learn to write and 
spell may be Sokolsky, Francescatti, Liberopolous, or Koyama 
or it may be Murphy, McRae, Llewellyn, Stirling, Hoffman, or 
Peterson. The family may proudly trace its American ancestry 
to the Mayflower or it may have come to the United States 
hopefully and gratefully with the last contingent of D.P.’s from 
the camps of Europe or Southeast Asia. The roster of any 
school contains names of many origins but in school all children 
operate in the English language. 


CHILDREN LEARN THEIR LANGUAGE 


One of the first and most important developmental tasks that 
a baby undertakes is learning to talk. No matter how bright 
he is or how dull, the language he learns is the language he 
hears about him. He has no predisposition toward English 
because his parents are American or British. If he grows up in 
a German or Chinese or Greek speaking environment he learns 
German or Chinese or Greek with equal ease. The child’s 
environment, his experiences in it, and his reaction to those 
experiences determine his language achievement. Even more 
important, they determine in large measure the kind of person 
he will become and the kind of life he will lead. 
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There is orderly sequence in the development of human 
personality and in the development of language, just as there 
is in the development of the human body (16). The time 
schedule of personality and language development will depend, 
for each individual, on his capacity to learn and on his environ- 
mental experience; but each element, whether learned rapidly 
or slowly, easily or with difficulty, will tend to follow a normal 
sequence. Certain factors which are essential to a wholesome 
personality are also essential to the development of language 
(15, 20). 

A child builds himself as he builds his language. Personality 
development and language development are inseparably inter- 
woven. Faith in others and faith in oneself are essential both 
to language development and to the development of a whole- 
Some personality. An infant does not sense his mother’s love 
because she says the sounds, “I love you." The face that appears 
above him when he wakes and cries, the hands that hold him 
firmly and gently, and the dependable provision for each of his 
needs develop trust and a feeling of security. Father and broth- 
ers and sisters gradually become part of his experience and he 
learns to trust himself to them and later to the baby sitter. As 


he learns to crawl, to stand, to walk, and to reach for things he 


о make his body 
When he reproduces some of the 
and says “Mommy,” “Daddy,” or 
h appreciation and understanding, 
grows enormously. 

al for the child who is asked to stand 


ege student who makes a report to his 
an who discusses labor problems with 
trust others is also important to each. 
mmunication and comfortable inter- 
n officer once said of delinquent teen- 


roblem is t t 
anyone.” P is that they do not trust 


Every parent has wat 


ched with interest 
learns to feed himself, pi SUM 


-year-old 
ck up his toys, ии 


put on his socks, fasten 
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his coat, and do the many things that two-year-olds try to do 
for themselves. It requires infinite patience to let them go as 
far as they can by themselves and infinite tact to know when 
and how to help without developing resistance, as well as when 
to step in and take over the process with firmness and determina- 
tion. Every classroom teacher from kindergarten through col- 
lege has met young people who have not learned to do for 
themselves, to stand on their own feet, to hold themselves 
responsible for achievement and for the consequences of their 
own action. A child who is prevented from developing a con- 
cept of himself as a separate, independent, and responsible 
human being, or a child for whom standards are set so high that 
he feels he can never reach them is indeed a handicapped 
person. His handicap will influence him in all types of learning 
situations and make it difficult for him to set himself realistic 
and worthwhile goals and hold himself to the task of achieving 
them. 

Developing skill in communication is something each indi- 
vidual must do for himself. Parents can feed a child, clothe him, 
and care for him, but they cannot learn to talk, read, or write 
for him. Each child must learn these skills himself. A child 
who has faith in himself and considers himself a capable, 
responsible person will learn rapidly and with ease unless other 
factors in his environment and experience prevent his develop- 
ment. 

Four- and five-year-olds are full of questions about everything 
and interested in everything. They want to try all sorts of enter- 
prises. If given freedom and guidance they develop an immense 
amount of initiative and begin to assume responsibility for their 
own thinking and actions. One sees evidence of the develop- 
ment of conscience as a guide to action. The interest and 
initiative children develop shows in their use of language. They 
acquire words and meanings with great zest and rapidity and 
use their language skills incessantly. The development of con- 
science as a steadying force to guard against overstepping 
social and moral boundaries is a matter of great importance. 
Conscience, over-developed, can result in fear, insecurity, and 
lack of faith which hold the individual inactive and prevent 


growth and development. 
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Such was the problem of Rusty, a four-year-old in a nursery 
group. Rusty refused to play with the toy instruments, to try 
clay or finger paint, or to venture into any new and unfamiliar 
experience, saying always, “I can't. My mommy hasn't taught 
me how to do it." His mother's insistence that he not venture 
into anything new until he was shown just how to do it, had 
made him fearful of any sort of exploration and any individual 
show of initiative, The teacher talked with the mother and 
explained that it was good for Rusty to know there were right 
and wrong ways to do things and to strive always to do them 
the right way. On the other hand, she explained, the great 
explorers, researchists, inventors, poets, musicians, and artists 
of the world were all people who dared to try new things, to 
reach out for new experiences, and to explore trails that had 
never been charted. Rusty needed to be released from his fear 
of doing things incorrectly so that he might have the courage 
and faith to reach out, expand, and grow. 

Successful communication requires initiative on the part of 
individuals. It involves reaching out, exploring ideas, express- 
ing them, and interpreting the reactions they produce. It in- 
volves interest in the ideas of others, listening to them, and 
reacting to them. The uncommunicative person is not neces- 
sarily a person who lacks ideas and the language with which to 
express them. He may be one whose experience has made him 
fearful of his own ability to make others understand or to gain 
favorable response to his contributions. 
reach out to meet 
goes on in his o 
learning easy and his progress m 
to himself but a 

The elementa 


carry through a play or work ex 
with leaves and carry; 
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cations for himself and for the family. At school, much of what 
he does is done by himself for himself. The social implications 
are less clear. He can learn to work hard for the joy of personal 
achievement and of recognition that he is growing in power and 
skill. Every child, the most alert and able and the slowest 
achiever, needs challenges that he can meet and a wholesome 
measure of success as the result of his efforts. Teachers need 
to look especially carefully at the bright children who learn 
quickly and easily to make sure that they are really working, 
stretching, and growing, not just keeping a little ahead of other 
children. And they need to look also at the slow learners to 
make sure that what is asked of them is not more than they are 
capable of doing so that they never have the satisfaction of 
achievement. 

Elementary school children need first of all to be freed of 
inhibitions to the extent that they can express themselves with 
ease and confidence. They need to learn also to discipline their 
use of language so that they use it suitably and effectively in 
all types of situations, whether it be free conversation, planning, 
reporting, making an announcement, writing a business letter, 
or playing a part in a dramatic presentation. 

The preadolescent as well as the adolescent is eager to iden- 
tify himself with the adult world. He wants real jobs to do and 
opportunities to participate in challenging and useful activities. 
He has passed the stage of accepting at face value all that adults 
do and say. He is building values of his own and beginning to 
make plans for himself and his future. He needs help at many 
points to understand himself and his power to grow and achieve 
(17, 18). Far too many young people level off too soon in 
language attainment as well as in other aspects of development. 
They need help to recognize that a mature person is one who 
is forever growing toward higher and higher levels of thinking 


and power (7, 17). 


LANGUAGE AND OUTLOOK ON LIFE 

Children learn their language and with it they learn their 
concepts of themselves, of other people and of the world. A 
distinguished scholar and former head of the World Health 
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Organization once told an audience that the basic elements of 
children’s thinking are laid down during the preschool years.° 
Concepts of time, of place, of life on the earth, of man’s rela- 
tionships with man begin to form during a child’s earliest years 
as the result of home and family experience. Neighborhood and 
school experience expand and deepen these concepts. The 
emotional and social development of a child is related to his 
orientation in the world of things and of persons. His ability 
to recognize what is real and what is imaginary grows rapidly 
during these years. If he is helped to recognize reality and to 
accept responsibility as he is ready for it, a sound foundation 
is laid for later growth and learning and for the imagining and 
looking ahead which carry him on to higher levels. 

This is all a part of learning to live at peace with oneself and 
with others. Until individuals the world over achieve this 
harmony they cannot achieve it as communities and nations. 
Man has taken charge of the destiny of other forms of life. It is 
not so clear that he is prepared to take care of his own destiny. 
Parents and teachers, as they help a child to build his language, 
help him to build himself. The kind of person he becomes is 
largely dependent upon his ability to think and to communicate. 
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H A P T E R 2 


Language and Мета! 
Development 


Communication through spoken and writ- 
ten language belongs to man and to him alone. It is the most 
important influence in his upward climb through the centuries. 
This ability to communicate has permitted each generation to 
rise on the shoulders of the thinkers and achievers who have 
gone before, to profit from their gains, to avoid their mistakes, 
and to pursue their dreams and aspirations and make some of 
them realities. The inheritance available to boys and girls today 
is so vast that none of them can ever absorb all of it. Each 
requires help to learn what he needs and can 
of his own develo 
the rest. 

It is of the utmost con 
that he learn to use the 
` develops in the use of these t 


use in the process 
pment so that he can add his contribution to 


sequence in the life of an individual 


A person who lacks lin- 
ocabulary and less facility 
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in self-expression or reading, tends to turn for his vocation to 
types of work with people and things in which the linguistic 
demands are of a different sort and other competencies are 
more important than facility in the use of language. People 
who talk well and read widely tend to choose others of similar 
interests for their friends and associates and to spend some of 
their leisure time in reading, discussion, or perhaps creative 
writing. Those of less linguistic skill may turn to athletics, to 
doing things with their hands, to watching television, or to 
attendance at movies and may prefer association with people 
of like interests. One type of life may be fully as satisfying as 
another but the pattern is often determined by skill in the use 
of language. 

The work of selective service boards during the war period 
brought to light an astonishing number of illiterates for a 
country which has prided itself for generations on its free public 
schools. All of these men were leading types of lives in which a 
high level of linguistic skill was not a prerequisite. They were 
laborers or small farmers, for the most part, and came from 
homes of low cultural and economic level. Many of them were 
eager to take advantage of the literacy program of the armed 
services because they saw in it opportunity to prepare for life 
on a higher social and economic level when the war was over. 

Scholars and teachers have always been interested in lan- 
guage. Urban, of Yale, in a philosophic treatise on language, 
has called interest in language “one of the oldest and most 
constant preoccupations of men" ( 31, р. 22). Scholars in the 
field of linguistics are concerned with the science of language 
and with comparisons between languages. Teachers and par- 
ents are interested chiefly in the functions of language, its 


development by children, and its effect upon their lives and 


personalities. 


THE FUNCTIONS OF LANGUAGE AND SPEECH 

Language is used to serve many purposes. A а learns to 
use language to express meaning, though he later may use it 
on occasions to camouflage or to conceal meaning or intention. 
He learns to use it to express feeling, though he may also use 
it to cover up and hide his feelings. He begins very early to 
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employ it to influence or control the feelings and actions of 
others. Through it, he expresses purpose or intention and enjoys 
experiences vicariously. He thinks aloud, as a little child, until 
he has gained enough experience with language to think si- 
lently, but he uses language all his life to facilitate thought and 
memory. Before the child has passed through the elementary 
school, he has learned to use language to gain attention and 
information, to describe objects and experiences, to give direc- 
tions, to reason through simple problems, to explain, to criticize 
and dispute, to express or to produce feelings, and to enjoy 
rhythm, tone, word pictures, and humor. 

The social side of language is important to a child as well as 
to an adult. One of the baby’s first expressions may be “Hi, 
because he discovers early that it arrests attention and brings а 
response., Such expressions as “Hello” and “How are you?" are 
means of making a pleasant connection. Telling an incident 
from the child’s own experience may serve the same purpose. 
Language is a part of the response which people make in many 
practical situations. 


THE LANGUAGE OF GESTURE AND FACIAL EXPRESSION 


Adult influence over children takes place through the Јап- 
guage of words and also through the language of gesture, facial 
expression, bodily contact, and action. An approving nod, an 
understanding smile, or a comforting pat on the shoulder tells 
a child that he is on the right track and gives him the emotional 
support to go on in the direction in which he is going. A frown 
of doubt, irritation, or disapproval; a warning or disapproving 
headshake; a pointed nod or wave of the hand in a different 
direction tells the child that he is on the wrong course and that 
he must change it to win adult approval. Families that are 
closely bound together by affection and understanding expr2ss 
the attitudes that exist within the group in ways that are not 
dependent upon words. Even a tiny infant with no awareness 
of words senses his mother’s love through the feel of her hands, 
the sound of her voice, and the expressions of her face. The 
comforting ministrations of firm, gentle hands give the child a 
secure sense of well-being. A teacher who loves children and 
is deeply interested in each of them builds bonds of understand- 
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ing and appreciation within her group that are not dependent 
upon words for realization or expression. Her relaxed, friendly 
ways of working with the children, her awareness of each child’s 
needs, and her genuine appreciation of his efforts and his 
achievement tell the children of the warmth and sincerity of her 
interest. Children expand and grow under such conditions just 
as plants respond to good conditions for growth. 

The language of action and facial expression operates on the 
adult level as well. There are a number of adages that bear out 
the point. We say, "Actions speak louder than words," or of a 
person, "What you are speaks so loudly that I cannot hear what 
you say." The story is told of Abraham Lincoln that when a 
certain man was urgently recommended for a cabinet post, 
Lincoln declined to appoint him, saying, “I don't like the man’s 
face.” When the advocate insisted, “But the poor man is not 
responsible for his face," Lincoln answered, "Every man over 
forty is responsible for his face." Facial expressions, quality of 
manner, graciousness, considerateness, and fondness for people 
all show on brief contact with adults. Intellectual quality and 
attainment are indicated also. We say after acquaintance that a 
person is interesting, well read, a keen thinker, or a person of 
discernment. We arrive at these generalizations from his expres- 
sions and behavior fully as much as from his verbal responses. 


COMMUNICATION THROUGH BEHAVIOR, ATTITUDES, AND FEELING 

Communication is commonly recognized as having many 
aspects on the adult level, but there are times when that fact 
tends to be forgotten in dealing with children. All adults who 
guide and teach children are aware of the direct teaching which 
they do through the planned use of words and materials. Les- 
sons and experiences which adults provide and precepts which 
they teach are a part of the child's learning experience, but so 
are the adult's own attitudes, responses, and behavior. A group 
of six-year-old children were soon vying with one another to 
anticipate the needs of a crippled child who was brought to 
school in a wheel chair, because they saw the teacher quietly 
providing ways for the child to participate in group activities 
without calling attention to the child's handicap. The satisfac- 
tion and pride the children showed in quiet, unobtrusive con- 
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sideration for this less fortunate member of the group grew 
from example rather than from direct teaching. 

It is one of the eternal verities of teaching that we teach by 
means of what we are as well as by means of what we say and 
do. Indirect teaching may counteract direct teaching, as when 
a child becomes afraid of lightning and thunder because he 
senses his mother’s fear, regardless of her painstaking care to 
tell him that the storm is beautiful and that it will not hurt him. 
In a schoolroom the children found it difficult to accept a child 
whose physical defect made him unattractive, because the 
teacher was obviously repelled by him even though she insisted 
that the children include him in all their activities. A child 
absorbs interests, ideals, and prejudices, not so much from 
direct teaching as from contact, just as he acquires the speech 
patterns and habits of those about him. 

The story is told of the experience of a noisy, boisterous little 
boy whose behavior was out of bounds. He ran ahead of his 
adult guide and dashed through the open doorway of a beauti- 
ful church. The adult hurried after him to keep him from dis- 


turbing worshipers who might be in the church. As she sped 
to catch him, she saw the little boy slow his pace to a quiet 
walk as he started down the aisle. When the adult approached, 
he held out his hand and whispered, “Let’s sit down.” After a 
period of feeling the quiet and beauty of the place and looking 
at the light which came through the st 
whispered, “Let’s go now.” 
walked from the church with 
Direct teachin 


music, watching the changing 
e rhythm and beauty of words, 
mind a clear picture, or catching 
e of color and line in picture and 
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Appreciation cannot be taught; it must be felt. Individual 
differences operate constantly in the realm of appreciation. One 
child may stand before a pile of colored papers enjoying the 
many tones and hues, unable to decide which he wishes to 
choose for the booklet cover he is making before he has experi- 
enced the enjoyment of all of them and eliminated his lesser 
favorites one by one until his choice is made. Another child 
may come to the table, snatch a red or blue paper and be about 
his work without the slightest indecision. Similarly, children 
out for a stroll through the autumn leaves will show their enjoy- 
ment and appreciation in entirely different ways. One child 
may race through the leaves, kicking and throwing them with 
keen enjoyment in physical motion; another may walk through 
the leaves, listening to the crackle and crunch which result from 
his movements; and still another may pick up leaf after leaf, 
comparing and enjoying their beauty until he has chosen the 
ones he wants to take home and keep. Appreciation cannot be 
taught through lessons. Children must be provided with experi- 
ences and given opportunity to appreciate in their own way. 
We frequently spoil for the child the very lesson we aim to 
teach by too much talking and direction, too great an effort to 
rub in the appreciation we want the child to feel. 

The child is not only the recipient of adult communication, 
but he is also a communicator. His facial expressions and 
behavior, as well as his words, communicate his interest or his 
boredom, his understanding or his vagueness and bewilder- 
ment, his acceptance or his skepticism or rebellion. The adult 
who studies children’s responses will know what a child is really 
learning, when he is ready for an experience, and how to make 
the experience most fruitful for him. 


LANGUAGE AND EXPERIENCE 

Language and experience are closely interrelated throughout 
the lifetime of all individuals. The relationship is clearly evident 
in the responses of the little child. He learns the language of 
his parents, not because he has inherited the predisposition 
toward that language, but because it is the one he hears about 
him constantly and the one which becomes associated with the 
other elements that таке up his living. He says “mommy” 
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because his mother calls herself by that name and “bottle” 
because she uses that word as she helps him with his feeding. 
For the little child who has begun to acquire language, each 
new experience adds new words or new and deeper meanings 
for old words. It is a challenge to parents to realize the child’s 
dependence on their speech for the quality of his speech and 
vocabulary and upon the experiences they provide for the 
extent and richness of that vocabulary. 

Many of the words that make up a language can be under- 
stood only through experience. Such words as “big,” “little,” 
“which,” “was,” “what,” and countless others can be understood 
only in relationship to experience and to other words. Even a 
noun such as the word “dog” has to be le 
ence. The child first associ 
home, and later he learns 


arned through experi- 
ates it only with the dog in his own 
f that dogs can be of many sorts and 
sizes from a Great Dane to a toy terrier; have long hair like a 
Pekinese or short hair like a Dalmatian; be brown, white, black, 
or spotted. He may call all four-legged creatures "dog" at first, 
but gradually he learns other names for other classifications. 
Even when he has learned about the animal, dog, he still has 
other meanings for the Word to learn as they are used in collo- 


Ro and vulgar expressions such as “tired as a dog," "dog- 
re i i 
“dog ^ or the various slang expressions which include the word 


y relate to people and 
experience for understanding. 
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comprehend the new through the old. For ex 
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xample, the child. ~ | 


who knows the water of lakes and rivers andhastraveled on с’ // 
boats can identify and comprehend the canals of*Holland and у 
her water transportation when he sees it pictured, fa? iore 
clearly than can the child who lacks such an experience back- 
ground. The older the child grows the more he can learn 
through the vicarious experience of books if he has first been 
well grounded in firsthand experience with his own environ- 
ment and its many interrelationships. Vicarious experiences 
play a larger part than firsthand experience in the expansion 
of thinking and knowledge as adults read from books the 
accumulated wisdom and experience of the ages and participate 
in its application to modern problems. Credit for much of the 
growth man has attained must be given to his acquired ability 
to learn through vicarious experience. 


LANGUAGE AND THINKING 

The relationship which exists between language and thought 
needs to be understood if parents and teachers are to appreciate 
the difficulties which children encounter in mastering the 
language. 

The point at which real thinking begins in the life of a child 
is uncertain. He sees his mother put on her coat and pick up 
her purse to go to the market and runs for his sweater and cap 
to go with her. He sees Daddy leaving for work and runs to 
the window to wave, "Bye, bye." A dog will bring his leash 
when he wants to go out if leash and going out are clearly 
associated in his mind, and a kitten will learn early to run to the 
kitchen when she hears the refrigerator door open. These are 
responses of association which may involve rudimentary think- 
ing. Some authorities hold that a little child is incapable of 
much that can be called thinking until he learns to talk or at 
least until he senses the meaning of words. The three-year-old 
who accompanies his play with a running account of what he is 
doing is thinking aloud. In the process of acquiring speech he 
must at many points use it orally if he is to use it at all. 

As a child grows in his mastery of speech, it becomes possible =, 
for him to think in areas in which he is thoroughly familiar. He ; 7% am: 
can think of a farm after he has visited one and has used th. 
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terms that are necessary for this thinking. Even here he бап 
think only so far as his experience with words has taken him. 

Many people have always conceived of thought as p 
shape in the mind of the thinker and then being expressed, уе 
all people at times do some of what has come to be cal е 
“thinking aloud.” Jespersen, the Danish philologist, табий à 
girl who said, “I talk so as to find out what I think, don’t you! 
People who have problems to solve and little time to spend on 
them often find, when they come to express themselves on a 
problem, that thinking has been taking place but it is not 
recognized until it is expressed, Thinking and speaking or 
writing take place simultaneously in most self-expression. 

Both the immature child and the uneducated adult have to 
utter their thoughts aloud in order to know what they are: 
Teachers, especially, need to recognize this fact in order to avoid 
calling upon children to work “in the inner world of the mind 
before they are capable of doing so. Children need many 
Opportunities during each school day to bring thought into 
being through expressing it (32). 

There is a difference between creative thought and reproduc- 
tive thought of which one needs to be aware in guiding chil- 
dren. Creative thought is new to the thinker. It breaks fresh 
ground, makes new trails in the mind, and must be expressed 
in order to be recognized. A new idea is vague and nebulous in 
a thinker’s mind until he has expressed it in words, either to 
himself or to others. Thoughts that are deeply familiar, that 
deal with things the thinker has come to know, he can keep to 
himself. An educated person has a great many thoughts he 
can identify without expressing them. Reproductive thought 
deals with material the thinker knows and recognizes. 

Content and ideas that are new to children call for a great 
deal of Opportunity for oral expression. Watts, who has studied 


the language of English children, calls attention to the fact that 
teachers i 


port on from their reading, 


but as they continue 
the subject and the ideas bec 


оте more thoroughly 


to work with 
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assimilated, they can discuss it with ease and confidence. Rela- 
tively unfamiliar ideas reside “in the twilight between clear 
knowledge and blank ignorance” (32, p. 21). Thus, it is easier 
for a child to read a story suited to his age level than it is to 
read a textbook, because the story deals in expressions with 
which the child is familiar, while the formal, factual presenta- 
tion of the textbook utilizes sentence structure and vocabulary 
less familiar to him. 


FROM THE CONCRETE TO THE ABSTRACT IN LANGUAGE 

The first words the young child learns deal entirely with the 
concrete things and activities of his environment. He becomes 
interested first in the fact that things have names and acquires 
a number of nouns which he supplements with verbs expressing 
common activities of things, and he begins to generalize. Grad- 
ually he builds a fund of general terms like “what,” “become,” 
“how,” which he cannot picture concretely, and common class 
names such as “girl,” “boy,” “dog,” “people,” and “food.” The 
story is told of a toddler waiting in a well-baby clinic who went 
from one to another of the waiting children each sitting on his 
mother’s lap and inquired regarding each, “Baby?”, “Mommy?” 
Then he went from chair to chair saying inquiringly to his 
mother as he pointed to each, “Chair?” On being assured by 
his mother that he was in each instance right, he climbed into 
her lap and settled down contentedly to wait his turn. Recogni- 
tion of all types, colors, and sizes of birds as “birds” comes long 
before the child thinks of them as members of the larger 
classification, “animals.” 

Common descriptive adjectives such as “big” and “little” are 
used by the child at an early age, but Watts found through tests 
that the power to think clearly about shapes and sizes begins 
to -be acquired between the ages of nine and eleven. The 
concepts “alike” and “different” are achieved by the child long 
before he can think “opposite.” 

Most children can conceive of generalizations only in con- 
crete and specific terms. “Being good” means doing just what 
the adult wishes him to do; “punctuality” means coming to 
school on time; “truth” means telling exactly what happened; 
“fairness” to a young child means sharing and taking turns. 
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Smith tells of a two-year-old child who was promised a treat 
which should be a “secret.” He had recently become acquainted 
with a cricket and demanded to see the “seacrick” (9T). A 
child requires many experiences with a non-picturable abstrac- 
tion such as "secret" before he can comprehend its meaning. 

Adults need to avoid with care the assumption that because 
a child uses a word, he understands its meaning. Teachers are 
sadly prone to accept the ability to verbalize as evidence of 
knowledge. Countless amusing tales are told of children's efforts 
to make sense of words adults expect them to understand. The 
child whose version of the first stanza of "America" which he 
was learning at school, was “My country 'tis a bee, sweet land 
of liver tree," was doing his best with unfamiliar words. The 
little girl who came home from Sunday School insisting upon 
carrots for dinner had interpreted the memory verse for the 
day, “He careth for me,” in the only manner her experience 
with words permitted; she learned them, “Eat carrots for me. 

Word forms such as “what,” “was,” “once,” and “although” 
are far more difficult for the child to recognize in learning to 
read than are such words as “boy,” “mother,” and "car," partly 
because the child can neither form an emotional association 
with them nor can he picture their meaning in his mind. The 
concreteness of nouns and action words that can be pictured 
makes them far easier for the child to learn to recognize. 

The abstractions of ideals, attitudes, and descriptive qualities 
are learned over a long period, and the child's ideas may have 
to be revised many times. *Good people" to the little child may 
be the ones who are kind to him and “bad people" those who 
are less to his liking. Gradually goodness and badness become 
relative concepts which are modified in form and meaning 
according to the way in which they are applied. 
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reference to himself. “I,” “my,” “mine,” and “me” are his most 
frequently used words during this stage of development because 
he needs them constantly in his thinking. Later he may speak 
and act with less obvious attention to self, but the self always 
is the point of reference in learning situations. Every individual, 
adult or child, can see only with his own eyes, hear only with 
his own ears, and build meaning only with the funds available 
in his own mind and through his own experience. Each indi- 
vidual is quite literally the center of his own universe and must 
interpret and react to all of the experience that comes his way 
from that center of focus. 

The child first acquires facility in handling language in the 
common experiences of everyday life. He learns first the vocab- 
ulary that deals with his food, rest, play, and social contacts 
with his family. Words and meanings are acquired through 
association and imitation. 


AWARENESS OF OTHERS AND INTERACTION 

A child shows his awareness of others through addressing his 
remarks to them even though the remarks may deal entirely 
with the child himself and his own interests and concerns. A 
relatively large percentage of the remarks made by preschool 
children are of the self-assertive variety (7). “I want to do it,” 
"Its my turn now,” and “Mine is bigger than yours” are 
characteristic remarks of this age period. 

Piaget (24), who studied the language of French-speaking 
children in Geneva, Switzerland, found little ability to carry on 
conversation or use language for a real meeting of minds below 
the age of seven or eight years. He found children’s speech 
previous to this age to be largely of the egocentric type. He 
uses the term “egocentric” to mean lacking in understanding of 
the thoughts and concerns of others rather than to mean selfish- 
ness as it is usually conceived. Egocentric speech may be of 
the collective monologue type in which children in a group 
make remarks and assertions without any real interchange of 
ideas or consideration of the point of view expressed by others. 

Observation of children of kindergarten age in this country 
yields some examples of what Piaget calls “collective mono- 
logue.” Children drawing pictures at a table may each be 
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talking about his own picture with little attention to what 
others are saying. This does not appear to be the predominant 
form of speech among five-year-olds in our schools. е 
examples can be observed in which speech is definitely of the 
sharing and interaction type. | 

Teachers of English children have found evidence of conver- 
sation between children a year or two younger than the age of 
seven or eight found by Piaget (24), and studies of American 
children have arrived at similar conclusions. Socialized speech 
begins when the child talks to influence others and to gain 
response from them, and when he listens to learn the МЕ 
of the response so that he can react to it. McCarthy (20) found 
not more than four per cent of egocentric responses in the 
groups which she studied utilizing Piaget's methods as con- 
trasted with the thirty-eight per cent in Piaget's own analysis. 
In a free play situation studied (5) the percentage of egocentric 
remarks was found to be 6.3 per cent, well under the figure 
given by Piaget. The difference appears to be one of rate of 


development at different ages, though the sequence of develop- 
ment is the same. 


DISPUTE AN EARLY FORM OF SOCIALIZED SPEECH 


Real interaction begins when one child's interests conflict 


with and overlap those of another child. Such interaction occurs 
frequently as young children learn to share materials and work 
and play together. Remarks made by one child which hurt or 
annoy another may be ignored at first or responded to with tears, 
angry shrieks, or even blows. Children quarrel in this manner 
because they have not learned how to argue. Argument calls 


for reasoning and for expression of thinking, which children 
have to learn 


age. 
о 
gh their disagreements 


when one child tires of the dispute 
32) found that arguments 
pport of their contentions 
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to children when they cause them to feel a need for making 
themselves clearly understood through what they say. 


CONVERSATION AND COMMUNICATION 

In social speech a child talks, not at random but to specified 
persons, with the object of making them listen and understand. 
Real social interaction calls for listening as well as speaking. 
The child must learn to give attention to responses, to take in 
and comprehend them, and to react to them. This aspect of 
communication, as well as the expression aspect, has to be 
learned. It is frequently easier for a child to express his point 
of view than it is to attend to and comprehend the point of 
view of others, especially if it differs from his own. A real 
meeting of minds is evidence of mature interaction. 

Other types of communication include commands, expres- 
sions of criticism or derision, and assertions, many of which 
may be assertions of personal superiority. These are frequent 
when the child is learning to participate in conversation. 

Questions, for the young child, are both a source of informa- 
tion and a means of getting and holding attention. The child 
who asks questions one after another in rapid succession may 
be gaining far more satisfaction from the attention the adult is 
giving him than from the information that is forthcoming in 
answer to his questions. Jenkins (15, p. 20) tells of a three- 
year-old whose mother counted the questions she asked her 
father during an automobile trip. They averaged seven to a mile. 
Also, the parents of a four-year-old alternated in keeping track 
of his questions throughout the day. They totaled three hundred 
and fifty. Jenkins adds the comment that one's interest is 
aroused not only by the purpose of the questions but by the 
tremendous energy expended in asking them. 

When the question asked by a child is an information-seeking 
one, he wants a simple, direct answer. Accuracy is important, 
but an adult need not tell all that he knows. The story is told 
of a child whose mother responded to a question with, “Wait 
and ask Daddy tonight. He knows lots more about it than I do." 
The child thought a minute, then protested, *But I don't want 
to know that much." His fathers wealth of knowledge and 
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detailed explanations were overwhelming at his age. An accu- 
rate answer but a simple, brief one was more satisfying. 

The ability to carry on a conversation is evidence of language 
power. Disputes, as was said earlier, may be the first form of 
social interaction between children and may appear whenever 
their areas of interest overlap. Children may reach the point 
where they can converse with an adult before they are able to 
do so with children. They grow in ability gradually, and growth 
is discernible from year to year, but there are great differences 
between individuals at any age. 

By the time a child has reached the age of ten or twelve he 
may be able to carry on detailed conversations or discussions 
over a fairly long period if the subject matter of the conversa- 
tion or discussion interests him. He asks penetrating questions 
and responds intelligently and thoughtfully to answers. 


SOME SOCIAL ASPECTS OF LANGUAGE 


Social interaction begins slowly with the young child and 
passes through many developmental stages as he progresses 
from complete self-absorption to understanding of the feelings: 
needs, and attitudes of others. The child of eighteen months 
who calls all men and women "daddy" and “mommy” has made 
a beginning, but he has a long way to go in social awareness an 
understanding before he senses the unique differences which 
make each person the individual that he is. 

The learning of social behavior and acquisition of forms of 
courtesy parallel the child's growth in awareness of others and 
consideration for them. While the two- and three-year-old child 
may absorb words which are forms of courtesy, such as "please 
and “thank you,” from their use in his environment, these forms 
should not be considered mastered until the child can at least 
partially understand the attitudes and feelings they engender 
in others. Real courtesy is not the mere saying of words, but 
the emotional and social understanding and appreciation of the 
reactions of others which come only when one has had enough 
experience to be able to think of himself in the situation of the 
others. This requires both maturity and many social experiences: 

Children of elementary school age need help many times to 
appreciate the fact that human relationships are highly depend- 


-— 


Language and Mental Development 29 


ent upon language. They have to be helped to realize that a 
thoughtless, critical, or derisive remark may result in hurt feel- 
ings and anger, which is expressed in withdrawal or tears on 
the part of some and aggressive fighting reactions on the part 
of others. Children’s verbal disagreements, name-calling, and 
sometimes actual physical combats may grow out of misunder- 
standing of words or failure to sense the emotional response 
those words stimulate in others. Children learn very early that 
words are not only means of expressing thinking and reactions 
but also weapons for aggression. 

It is important for children to learn that words may have 
different connotations for different people, depending upon 
their background of experience. They find that the tone of voice 
and the manner in which a remark is made may determine 
favorable or unfavorable response. Occasional analysis of 
crudely or discourteously worded remarks serves to make chil- 
dren aware of the psychological effects of language. Talking 
over problems, explaining word meanings, and explaining the 
effect of those meanings upon others resolve many conflicts. 
Older children can find in the current periodicals an abundance 
of material dealing with the psychological effects of language 
in economic and political life on the local, national, and inter- 
national levels. Such momentous problems as those which exist 
between the United States and Russia in the postwar period are 
colored and in some cases created by the utilization of language. 

Families as well as larger cultural groups develop modes of 
expression that are peculiarly their own and that serve as a 
social index to the level of culture within the group. Children 
absorb the family linguistic system with its peculiarities and 
private meanings and pronunciations (4). The school must 
permit and respect home language but gradually bring about 
the use of socially accepted standards of informal language. 
The English have this problem in the “cockney” forms children 
bring to school, and in many countries children speak a dialect 
in the home and community rather than the standard form of 
the language. In the United States there are some regional 
differences in pronunciation and usage as well as some problems 
of racial and cultural groups within the population which have 
developed their own adapted language forms. These must be 
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respected in the school but supplemented by experience with 
standard usage. 

American pronunciations and grammatical forms have come 
to differ at some points from English forms, and many words 
carry different meanings. These forms may gain recognition and 
acceptance in the national family and may eventually attain 
official recognition and incorporation into the national language 
and be recorded in dictionaries and grammars, whereas the 
forms used by the individual family tend to be modified by the 
culture outside the home. Group understanding takes place 
when the language is clear. 


ORIENTATION IN THE WORLD OF THINGS 

The first major step in the child’s orientation in the world of 
objects is his recognition of what is self and what is not self 
An infant a few weeks old will watch his own hand in motion 
for minutes at a time and later will play with a foot, perhaps 
getting it into his mouth. He may even pull his own hair so 
hard that it hurts without being aware that he is producing the 
pain. In time he becomes aware of objects through perceiving 
them with his senses and comes to recognize their behavior 
traits. During his second year he learns that things have names, 
and his question, "What's 'at?" is persistent until he can attach 
names to most of the objects of his environment. Need for 
generalization follows almost immediately, because words like 
doll and chair are applied to objects which differ in size, color- 
ing, and contour. 

Learning the properties of common objects takes a long time 
and involves many and varied experiences. Adults speak of one 
ball as big, another one as little; one block as heavy and another 
as light; one toy is soft, and another is hard. Cream is thick, 
and so is the child’s coat, the dog's fur, and the fog. Progress 19 
mental development depends upon numerous experiences of a 
great variety of types and upon the association of descriptive 
words with these contrasting experiences. The general ideas 
the child is evolving are not abstractions in the fullest sense; 
because they remain attached to the objects which represent 
them in his thinking. 

Concepts of comparison come considerably later in the child's 
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development and are the result of many experiences. He learns 
comparisons such as shorter, heavier, slower, or sooner before 
he can recognize opposites. The notion of what is meant by 
doing a thing quietly, quickly, or carefully also evolves very 
gradually and as the result of firsthand experiences with objects 
and events. ' 

Color naming takes on great interest between the ages of 
four and six. Naming and classifying things according to their 
colors was a consuming interest with one group of three-and-a- 
half and four-year-old children at the nursery school lunch 
table. They identified the pastel colors of everyone’s dishes and 
counted the number of pink, blue, green, and yellow plates at 
the table before they would set about the task of eating. The 
naming of primary colors usually comes first, but children soon 
become able to distinguish some tints and shades. 

Most children express interest very early in what things are 
and what can be done with them. Many questions deal with 
the use to which things are put, what they are made of, how 
they are made, who made them, and with four-year-olds the 
ever recurring question of “why?” The child wants to know 
what makes the egg beater turn, how the telephone rings, and 
what makes the radio or television operate. He is interested in 
the source of toys, flowers, stars, and babies. Manipulative 
exploration and verbal exploration proceed hand in hand and 
lead to the more mature experimentation of later childhood and 
the adult years. Without such insatiable intellectual curiosit 3 
man could not succeed in laying hold on even a small share of 
the mass of accumulated knowledge in one life span. Such 
curiosity and thirst for knowledge drive man on to explore 
atomic energy, discover new drugs for the benefit of mankind, 
and add to the sum total of knowledge and understanding 
available to each generation. 

Children’s ability to distinguish between living and поп-Ну- 
ing things grows during this period also. A very young child 
will talk to a toy as if it were a person like himself, and he may 
pat his chair and talk to it as he rocks in it but kick it angrily 
if it tips over. Even after children learn to distinguish between 
living and non-living things they delight in make-believe stories 
that invest inanimate things with life and give animals powers 
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of human speech. Hans Andersen’s “The Steadfast Tin Soldier,” 
the Wizard of Oz, Winnie-the-Pooh, and Kipling's Jungle Books 
are perennial favorites with older primary school children. 

Tests show that a primary grade child defines or describes an 
object in terms of its use: a chair is to sit on; an orange is to 
eat; a cap is what vou wear on your head. A delightful collec- 
tion of such definitions is found in a charming little book, A 
Hole is to Dig.? At a later age children learn to classify objects 
on the basis of like factors, even though they may differ on 
other factors. Dogs and cats are classified as animals, apples and 
grapes as fruits. Still later children learn such relatively difficult 
classifications as liquid, solid, chemical, and instrument. A 
twelve-year-old child can be expected to define a hammer as а 
tool used to drive nails. | 

All children will tend to use “omnibus” words which will 
carry many types of meanings until they are encouraged to find 
exact and colorful words to express their meaning. Asked to 
make the sentence, “The boy went down the street,” tell more 
about the situation, they find many words to paint a clearer 
picture of the boy and to indicate his method of going. 

Concepts of number, size, quantity, weight, and distance 
grow slowly, along with the growth of other descriptive terms 
and meanings. The young child learns from experience what is 
meant by here, there; these, those; near, far; a few, many; in; 
on, under; and all the other common words which express 
quantitative and spatial relationships. Concepts of ee 
begin to develop early so that, according to Gesell (7), a chil 
of two understands the concept two and three-year-olds can 
understand and recognize three. F ive-year-olds in kindergarten 
can count by ones up to twenty but become confused in going 
from decade to decade beyond twenty. They can count and indi- 
cate a small number of objects by pointing to each one, thongh 
at four years of age they were unable to manage words an 
objects simultaneously. From the age of six upward, growth 
in number concepts and manipulation of numbers proceeds 
rapidly when the child is given sufficient concrete experignce to 
make the necessary abstractions take on meaning. 


° Ruth Krauss, A Hole is to Dig. Harper and Brothers, 1952. 
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DEVELOPING CONCEPTS OF SPACE AND TIME 

Events take place in time and place settings, and it is through 
experience with events and the words used in connection with 
them that the child develops his concepts of time and space. 
Both native ability and the quality of the child’s language 
environment influence his rate of growth. 

Young children can think only in terms of present time and 
things immediately at hand. The growth of time sense is an 
interesting one to trace. A two-year-old lives chiefly in the 
present, but he may use such expressions as “gonna” and “in a 
minute.” He has several words which indicate present time: 
now, today, “aw” day, “dis” day, but he has no words for the 
past. Gesell has found that he does attempt to use the past 
tense of verbs but often inaccurately (7). Mothers and nursery 
school teachers help the child understand time sequence by 
calling attention to familiar routines in such sentences as “We 
can go out to play after nap,” or “Time for dinner now. Let's 
wash our hands." Six months later, at two and a half years, the 
child has more words for the present and a few denoting future 
time: some day, tomorrow, pretty soon. Past tense for some 
children is all lumped into the expression last night. 

A three-year-old child uses most of the basic time words. He 
has added more of them to his vocabulary during the past six 
months than in any other equal period of time (7). He has 
words for past and present and a number denoting future. He 
uses the word time very freely, in expressions such as “It’s time" 
or "lunch time," and before the year is over, may add more 
complicated expressions, such as “a whole week,” “a nice long 
time." By the age of four he has fairly clear concepts of when 
the events of the day take place in relation to one another. 

A child of five or six years still lives in the here and now. 
His, dramatic play involves time sequences such as daily rou- 
tines. He can discriminate time intervals roughly. He thinks 
of seasons in terms of the activities of each. If told his birthday 
is next week, he may still ask tomorrow morning, “Is it next 
week now? Is it my birthday?" A seven- or eight-year-old may 
be able to tell time, season, month, and year. 

An eight-year-old is beginning to be interested in primitive 
peoples and in the past, though he has little or no concept of 
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the sequence of past happenings. A child of nine is becoming 
interested in biography and likes some history stories. Gesell's 
studies indicated an interest in history at age nine, but a study 
of English children brought to light very little interest or insight 
that pertains to history. Watts concluded that history is 
scarcely a study for children and suggests that it would be well 
to confine the teaching of history during the elementary school 
years to simple biography in order to enlarge children's experi- 
ence with human behavior (32, p. 180). 


CAUSE AND EFFECT THINKING 


The development of cause and effect thinking has been 
studied by a number of researchists and is significant as an 
indication of growth and maturity. Watts calls attention to the 
necessity of encouraging children to observe and understand 
the natural behavior of objects in the physical world as soon as 
thev are mature enough (32). He believes that it is possible 
to introduce a superior child to the idea of natural cause and 
effect as early as four or five, and that every child needs help 
to distinguish between reality and illusion. Chisholm, a psychi- 
atrist and the former leader of the World Health Organization, 
not only concurs in this but believes it essential that such think- 
ing begin to develop in the preschool years. 

The pioneer work in this difficult field was done by Piaget, 
the Swiss researchist, who studied children's explanations of 
various events, using an individualinterview method (25). 
He used experiments, demonstrations, and questions to investi- 
gate their ideas about the movement of clouds, the nature of 
air, the origin of wind, the floating of boats, апа similar 
phenomena. He concluded that certain types of reasoning are 
characteristic of certain levels of development and that children 
think consistently at that level until they mature to the next 
stage. His findings have not been borne out in their entirety 
in research done in this country. 

Deutsche, in a study of the thinking of American children 
based on techniques similar to those of Piaget, found that causal 
explanations vary from one level to another, depending on the 
problem being attacked and the child’s experience in this realm 
(5). She found that girls tend to give more explanations which 
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show no concept of relations than do boys. Boys give a higher 
percentage of logical-deduction answers involving reasoning 
from a principle. The quality of reasoning a child does with 
regard to cause and effect shows some relationship to the age, 
grade, and sex of the child but seems not to be related to his 
socioeconomic level. Deutsche's study suggests that training, 
such as is given in the public schools, is an important factor in 
determining the kind and quality of thinking children do with 
regard to cause and effect. 

Logical reasoning and scientific thinking begin during the 
elementary school years. The parent who guides his child 
through helping him to see how unwise behavior can lead to 
natural penalty and wise behavior can lead to natural reward, 
both of which are inherent in the behavior itself, is starting his 
child on the right track. Good teaching helps children to pull 
out a problem, think it through carefully, analyze possible 
solutions, select the one they think best suited to the need, and 
follow the solution with evaluation of its effectiveness. Judg- 
ment and reasoning develop through guided experience which 
helps a child to face up to reality and work through real situa- 
tions which involve thinking, reasoning, making choices, and 
accepting the consequences of one’s choices. 


LANGUAGE IN HUMAN RELATIONSHIPS 


The expansion of the child’s social sense can be observed 
through observing his language. A number of researchists have 
studied the use the child makes of pronouns to learn his growth 
in self-awareness and awareness of others. Several tabulations 
of early uses of pronouns indicate that, as Jersild says, “The I's 
have it” (17). I, mine, my, and me are hard-worked words 
between the ages of two and five. The child is the center of his 
own expanding universe and can comprehend other phenomena 
only with relation to himself. Pronouns of the first person singu- 
lar were used more frequently in play with other children than 
when talking to an adult ( 10). The three-year-old, in spite of his 
strong sense of self, can combine self with another and use we. 

The child of four has an expanded sense of self which is 
expressed in bragging, boasting, and what Gesell calls “out of 
bounds” behavior. His feeling for home and family is strong 
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and he boasts extravagantly about them. Five is a somewhat 
impersonal age, when the child takes himself and others for 
granted, but six is a rather difficult age. He knows everything, 
wants everything, and wants to do everything in his own way. 
He wants to be first in everything, the best loved, the most 
praised, the winner. He is self-centered but expansive and not 
very discriminating (7). 

Seven is an age when the child appears self-conscious and 
withdrawn; he seems to live in “another world” and does not 
hear requests made of him. He wants his own place in the 
school and family group and fears that he may lose his identity. 
His world is expanding rapidly and he is trying to find his place 
in it. 

As the child adds maturity, he becomes more confident and 
shows great interest in relationships with others, both adults 
and children. He is becoming a distinct personality, better 
oriented toward his contemporaries than toward his parents. 
His relationships with mother, father, siblings, other children, 
and teachers are shown through both attitude and speech. 
These relationships change in intensity and expand or contract 
as his understanding of the world and life expands and takes 
on meaning. He is forever seeking orientation in his enlarging 
universe of things, people, ideas, and relationships. Orientation, 
understanding, and language grow in related manner from уеаг 
to year, a network of growth in which each strand is dependent 
upon the others. 

Children show very little ability to analyze personality until 
they are seven or older. Watts found that from seven to eleven 
they make rapid progress in mastering the language needed to 
describe the more striking characteristics of the people they 
meet (32). At first people are labeled nice, good, hateful, or 
mean. In their reaction to stories and especially to comic books 
many children appear to recognize two basic kinds of people — 
good people and bad people. A six-year-old boy playing with 
tin soldiers lined up all those in United States uniform on one 
side, all those in the uniforms of other countries on the other 
side — "the good guys" and “the bad guys," he called them. 
With experience and knowledge children learn to refine their 
concepts and terms so that their descriptions and evaluations 
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become clearer and more specific. Experience in discussing 
characters in the books they read helps them to clarify and 
refine their thinking. Dramatic play and interpretation also 
aid in this learning process. 


THE DEVELOPMENT OF APPRECIATIONS, ATTITUDES, AND IDEALS 

Attitudes and ideals grow in the social and cultural setting in 
which the children live, and acquiring them is part of the process 
of growing up, of becoming socialized and civilized. The feel- 
ings and emotions which children experience are closely tied 
up with attitudes and ideals and influence their development. 
Individuals whose childhood experiences are so unfortunate as 
to cause them to have feelings and emotions which do not 
permit them to develop the attitudes and ideals of their culture 
are considered neurotic or criminal in their tendencies. Both 
the neurotic and the criminal lack the social feeling which 
evolves under normal conditions in early childhood and is 
progressively developed by years of contact with the realities 
of life. The neurotic tends to evade social responsibility by 
developing symptoms which prevent him from taking his part 
in real life, while the criminal tends to fight social standards 
and conventions to gain his personal ends (1). 

Feelings are of many sorts. There are those which are associ- 
ated with health and a sense of well-being, a secure sense that 
all is going well in the life of the individual, and there are 
feelings which are unpleasantly associated with physical defi- 
ciency or physical ill-health or with experiences which result in 
unhappy moods or tensions. There are also feelings related to 
sense impressions of sights, sounds, tastes, smells, and tactile 
feelings. The colors of a sunset, the soft feel of a kitten’s fur, 
the fragrance of flowers, or the restfulness of soft music may 
result in pleasant feelings; while harsh sounds, blatant colors, 
and offensive tastes and odors result in feelings of unpleasant- 
ness. These feelings are frequently expressed in exclamations 
of pleasure or displeasure. Feeling or emotion may be related 
also to desires and impulses to do things the child wants to do. 
These desires and impulses result in pleasure if afforded outlet 
and in fear or anger if frustrated. 

Studies of anger responses illustrate the development of 
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response to feeling as it takes place between infancy and 
maturity. In her study of anger in young children, Goodenough 
found that as children grew older primitive bodily responses 
were replaced by reactions of a less violent and more symbolic 
nature (9). Children up to the age of two and a half or three 
express themselves through crying, screaming, and angry noises. 
The five- and six-year-old may resort to verbal aggressiveness 
with the threat, “ГИ hit you” or ^I hate you.” He calls names 
and asserts angrily that he is “mad.” The seven-year-old ex- 
presses his anger with “That isn't fair," "Its a gyp,” or he 
threatens with “ГЇЇ beat you up” (7). As children grow older, 
if they are maturing normally they learn to suit their anger 
responses to the accepted behavior patterns of the culture. 

Sentiments develop early in the life of the child and are the 
outgrowth of experiences. The sense of protection and well- 
being which the infant feels as he is ministered to by firm, 
gentle, loving hands is probably the beginning of the sentiment 
of love. The child absorbs the attitudes about him as he grows. 
Affectionate, considerate attitudes beget affection, while incon- 
siderate, unreasonable, and neglectful attitudes result in insecu- 
rity and may form the beginnings of sentiments of hatred. The 
child absorbs also the enthusiasms, interests, and aspirations © 
the people about him and these influence the development of 
sentiments and values for his own later life. Emotionalized 
habits of thought and standards of conduct are shaped in this 
manner during childhood and color and influence all future 
experience (18). 

The growth gradient charts presented by Gesell sketch the 
development of sentiments and attitudes up to sixteen years 
(7, pp. 287-294; 8, pp. 277-287). The child of two shows real 
affection toward his mother and possibly toward other adults; 
but by two and a half, when he is thrusting forward rapidly in 
his first surge of independence, he tends to be “domineering, 
imperious, selfish, possessive, demanding — verbally asserting 
domination over members of the family.” Three is a period of 
consolidation of gains and the child is more friendly, conform- 
ing, and desirous of pleasing. By four he is thrusting forward 
again and his behavior may be out of bounds, quarrelsome, 
argumentative, boastful, and he is often a tattler, but he is 
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affectionate again at bedtime. At five he is more businesslike, 
serious, realistic, and loves to talk. At six he tends again to lack 
stability and equilibrium; he may use language aggressively 
and be explosive, rebellious, rude, and stubborn. Seven is 
another period of seriousness and the child is more thoughtful, 
absorbed, and inhibited. His goals for himself may go beyond 
his ability and make him moody and unhappy. He may com- 
plain that nobody likes him and that he is unfairly treated. 
Eight is a period of disequilibrium when the child may be 
affectionate or rude, gay and cheerful or moody. The nine-year- 
old is more independent and in better equilibrium. He can use 
language to express more subtle and refined emotions such as 
pity, envy, and self-criticism. The Gesell charts of growth gradi- 
ents should be helpful and comforting to both parents and 
teachers. 

The preadolescent period is a period of rapid growth in 
independence and in social awareness. Abstract words are 
becoming more meaningful, though the exact meaning of such 
words as justice, beauty, or goodness is dependent upon the 
individual's experience with those qualities in his own personal 
contacts with people and things. 

A child's relationships with his peers affect him deeply. 
Studies which locate the isolated and the socially inept children 
in a group make it possible for the teacher to concentrate 
on helping these children to develop social skills and find 
social satisfactions in the group. Such social satisfaction and 
status influence personality development as well as academic 
achievement. 

Secret languages such as “pig Latin" may appear during the 
preadolescent period. They represent the efforts of a pair or 
a group of children to communicate so that close social contact 
may be maintained without communicating with those on the 
“outside.” This interest in language might be directed into 
interest in a foreign language if it were taught so that the 
learners could enjoy and utilize it in daily contacts (29). 

Interest in slang also develops during the preadolescent 
period. Mothers are made unhappy because their children 
who previously spoke acceptable English now sound like the 
children from “across the tracks.” The boy or girl at this age 
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prefers the language of the gang to that of school and parents, 
at least for his street and playground contacts. The only com- 
fort the schools can offer parents at this time is the assurance 
that, when boys and girls reach an age at which sophistication 
becomes important to them, they will reduce the proportion 
of slang and adapt their language more appropriately to the 
situations they encounter. Slang is not necessarily bad. Vivid, 
colorful, forceful slang may make a real contribution to the 
language and be accepted in time as an integral part of it. 
Cheap and vulgar slang tends to disappear or become re- 
vamped by succeeding generations of young people. 

The adolescent period is a hero-worshipping period. Both 
boys and girls are prone to attach their affections to anyone 
who excites their admiration. With boys, admiration may be 
focused on physical prowess or vocational skill, as well as social 
leadership and personal magnetism; while with girls, personal 
magnetism and social leadership may be most important. 

Attitudes and appreciations grow out of the child’s individ- 
ual experiences and are colored by the attitudes and interests 
of his immediate associates, particularly by the members © 
his family. Generosity, tolerance, and appreciation for people 
grow in happy homes and school groups where each member 
appreciates and respects the personality of the others. Intoler- 
ance and other negative attitudes are learned from others also; 
they are not innate characteristics or tendencies to be over- 
come. The child’s ideals are at first those set for him by the 
standards and ideals of his home. During and after the period 
of adolescence they gradually emerge as the individual’s ow? 
ideals, modified, adapted, or left unchanged by experience ап 
the individuality of the young person attaining them. 


THE PLACE AND FUNCTION OF LANGUAGE IN THE ELEMENTARY SCHOOL 

Speech and writing are the expression or outgoing aspects 
of language and communication. They serve the purposes 9 
social contact and enlightenment and are used to bring about 
a meeting of minds. Listening and reading are the means by 
which one enriches himself through enjoyment and through 


adding to his accumulated store of knowledge, insight, an 
understanding. 
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The school has always accepted the responsibility for the 
language arts, oral and written language, writing, spelling, and 
reading; though the subject matter, methods, and emphases 
have changed many times. Recently educators have come to 
realize that the language arts ‘are a single pattern of inter- 
related skills which cannot be learned separately, and that the 
child’s learning of the language arts is closely related to his 
individual growth patterns and to his experience (2, 14). They 
also recognize that the ease with which a child masters the 
language arts and his facility in the use of them have direct 
influence upon his personality and behavior as well as upon 
his later social and economic efficiency. 

The development of the language arts occupies almost the 
entire school day; in reality, language is taught from the time 
the first child enters the classroom in the morning until the 
last child goes home. It is the medium of operation in nearly 
everything that is done throughout the day. The teacher 
teaches both directly, through the activities and experiences 
she plans and carries through with the children, and indirectly, 
through her own speech, language, and behavior. 

Language is therefore not an academic subject, but a con- 
stantly used medium which can be enlarged and refined on the 
child’s level only through experience in using it. The teacher 
must of necessity take each child where he is, and must learn 
through study and observation of his use of language and his 
responses to language the level of development he has reached 
and his points of strength and weakness. Then she can meet 
his needs through the utilization of carefully planned combina- 
tions of language and experience. 

Progress in the mastery of language is not a matter of planned 
instruction and willing learning, but rather a process of natural 
devélopment and maturation in an environment which provides 
stimulation and guidance (30). There are levels of mental 
development following one another in natural sequence which 
represent new powers and which are portrayed in the language 
used to express them. Language and thought develop together 
as an integrated whole. Language is of little value without 
ideas to express, and ideas are themselves dependent upon 


language. 
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Education cannot be a hurried process of forced develop- 
ment. It must proceed in a leisurely manner, providing an 
abundance of rich and varied experiences and time to talk 
them through to real understanding and clear expression. Each 
concept built should be as well formed and accurate as the 
mind of the child can conceive at his level of maturity because 
each concept and each step in language development form 
part of the foundation for the thinking and learning yet to 


come and influence its quality. 
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Factors That Influence 
Language Growth 


Language development is closely related 
to other aspects of the child’s growth. Developing language in 
its various forms is one of the most difficult developmental tasks 
the child must perform. Adults can motivate and guide as the 
child learns to listen, talk, read, write, spell, and use the many 
forms of oral and written language, but the child carries on the 
learning process himself and achieves the result. 


THE CHILD'S EQUIPMENT FOR LANGUAGE LEARNING 


A child's ability to respond to his learning environment de- 
pends to a large extent on his own basic equipment for the task 
of learning language. He must be able to see, hear, feel, move, 
understand, make associations, coordinate his activities, and 
adjust to the people and things in his environment if he is to 
achieve language and to do so at a normal rate (33). The 
equipment he needs is both physical and mental. 


Physical Equipment 
In order to learn language a child must have, first of all, the 


power to make associations. He must have the power to build 
neural pathways, to receive impressions and to respond to them. 
He must have the ability to see so that associations can be made 
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through visual experience. He must have the ability to hear so 
that he can receive and learn to comprehend the auditory 
stimuli that bombard him. He needs a respiratory system that 
operates well enough to provide the air stream for the produc- 
tion of vocal tone. He must master the actual movements of 
sound production and articulation that are necessary for the 
production of speech. To achieve words, the child necds all of 
the physical equipment that will enable him to form the sounds 
of which the words in his language are composed. He needs 
tongue, lips, palate, throat passages, nasal cavities, and teeth 
that are properly formed or within normal limits and can be 
used to shape the sounds of which words are made (36, р: 8). 

During the process of mastering speech sounds, the child 
learns to coordinate his activities, He receives cues — sounds, 
gestures, and facial expression — selects a word or words for 
response, and produces the response in spoken form. He does 
these things simultaneously or in sequence in a short space of 
time while he sits or stands or moves about. How well he 
coordinates his activities depends somewhat on his physical and 
emotional state at the moment. If he is rested, well, and happy, 
he will probably respond easily and well. If he is tired or upset, 
his responses will be less mature and less adequate. 


Intellectual Equipment 


A number of studies have dealt with the relationship between 
language and intelligence. Since most intelligence tests are 
highly dependent on the use of language, it is difficult to know 
how accurate a measure they may be. Certainly a child with a 
good command of language should score better than a child 
with a poor command of language, but to what extent his 
intelligence is responsible for that command of language is 


difficult to ascertain. Again, environment and school or home 
experience enter into the problem. 
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out into the environment. At the end of six months of such 
intensive enrichment of experience, the child tested low aver- 
age on an individual standardized intelligence test. The ability 
to learn was present but his preschool experience had afforded 
little opportunity for exercise of that ability. 

Terman’s study of gifted children (34) indicated that they 
tended to begin talking at an earlier age than normal children. 
Studies of mentally defective children, on the other hand, have 
indicated that with such children, the beginning of talking may 
be delayed for two years or more. There seems to be some 
relationship between the age at which talking begins and the 
quality of mental ability, though this is not always true. Slow 
starters may be slow for lack of motivation or other reasons and 
may achieve satisfactorily once they set to work on the task of 
learning to talk. A child who talks early is at least normal, and 
probably superior, but a child who begins to talk at the average 
age may prove to be bright and so may a child who delays talk- 
ing for a few months. Jersild (18) calls attention to the fact 
that though a mentally defective child is likely to be late in 
learning to talk it does not follow that all slow starters are 


defective. 


Aptitude for Language А 
Children vary greatly in the speed and 
develop the rele of language. Some children learn to talk at 
an early age and make rapid progress in all language skills. 
ympathetic interest in the child’s progress and 


Adults provide s у _ 
à ans 1 amount of motivation, and the child carries on his 
task with interest and a high degree of success. Children who 


learn‘to talk at an early age and progress without difficulty tend 
to make similar progress in the development of reading and 


d ease with which they 


other language skills. 
Some den are late starters in learning to talk, though they 


show evidence of understanding language and take an interest 
in it. Some of the slow starters listen carefully and absorb a 


great deal before they try to talk. They are similar to the little 
girl from an Italian-speaking home who remained silent for 
several months in kindergarten. However, when the desire to 
help decorate the Christmas tree overcame timidity and lack of 
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confidence, she began her use of English speech with a complete 
sentence, “Please, I want some paste.” The slow starters may 
make rapid progress when they reach the point of motivation 
at which they try to talk, because they have learned a great 
deal through listening and observation. 

Many of these children ultimately talk as well and as much 
as those who started earlier. They may be slow in learning to 
read as they were in learning to speak, but achieve up to their 
mental capacity when they are ready to read if they are safe- 
guarded from discouragement and frustration during the inter- 
vening period of development. 

There are some children who never become adept in the 
handling of language and who are linguistically handicapped 
all of their lives. Henry, a high school principal, holds that 
30 per cent of high school students are linguistically inept and 
should be taught by means other than strictly linguistic ones 
and should be guided into vocational areas where their lin- 
guistic handicaps will be least troublesome (16). It is undoubt- 
edly true that teachers can do relatively little for the language 
of a student unless the student is sufficiently interested to put 
forth some effort for his own improvement, but there are many 
methods of motivating interest in self-improvement which 
should be tried before the school accepts the handicap as 
irremediable. 

Children who because of mental deficiency or neurological 
problems find the acquisition of language skills especially diffi- 
cult should be given expert motivation and guidance so that 
they achieve to the limit of their capacity. What they are able 
to do should be accepted and utilized for their upbuilding while 
every effort is made to help each child build up all his resources 
and avenues of strength to compensate for his lack of linguistic 
aptitude. The child is truly the master of his own learning but 


parents and teachers must clear the way and assist at every 
possible point. 


HOME AND FAMILY INFLUENCES 

The child’s first language lessons are in the home and his 
mother is the first teacher. Her smile and her voice stimulate 
his first responses and his first echoing vocalizations (20). The 
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more contact the child has with his mother’s friendly voice and 
the more opportunity he has to hear her speech, the more 
rapidly he grows in the acquisition of language. An only child 
who has his mother’s undivided attention learns to speak and 
to use language earlier and more readily than the child who 
has only a portion of his mother’s attention and interest. 


Mother-Child Relationships 

Psychologists have called attention to the importance of the 
kind of relationship that exists between mother and child in 
this early period (20). If the child is babied and pampered his 
speech tends to remain immature. If the mother attempts to 
hold him to standards that are too high for him to achieve 
comfortably, his speech development may be retarded. If such 
mothers as these can be helped to release their children emo- 
tionally and enjoy them as they grow and develop, the children 
make more satisfactory progress in correcting their speech 
difficulties (36). и 

Babies who are brought up in a normal family situation tend 
to vocalize more and to show more interest in speech than 
children brought up in an institutional environment (20, 31). 
The differences show even during the first six months of life. 
Children who have been separated from their families and who 
have spent much of their babyhood in a hospital or foundling 
home tend to manifest serious and permanent retardation in 
language. The lack of individual attention and mothering in 
early years is deprivation from which children do not easily 
recover even when more attention is showered on them later 


on in their development ( 20). 


Motivation and Growth in Language 

The age of the people with whom a child associates appears 
to influence his growth in language. The child who associates 
largely with adults may develop more rapidly than the child 
who associates mainly with children and may develop a more 
mature vocabulary, use longer sentences, and more complex 
ones. One researchist found that only children tend to surpass 
in language development children who have siblings, probably 
for this reason (9). The child who associates mainly with 
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children not only has a less mature pattern to copy but may be 
able to communicate with other children with whom he plays 
without much effort to use language. 

Deliberate efforts of adults to motivate a child to talk appear 
to produce little result unless they fit into the child’s own 
growth needs. It is true that a child learns to talk by being 
talked to because he must learn through association, example, 
and experience. A normal amount of attention to the child is 
essential to his success, but anxious parents who devote extra 
time and attention to efforts to encourage a child to talk are 
often disappointed. Children talk when they are ready to talk, 
in their own good time, given a reasonable amount of motiva- 
tion. Once a child has become interested in talking, the moti- 
vation of adult contact and adult help may spur him on to more 
rapid achievement than he could attain without such individual 
attention. What constitutes the most satisfactory amount and 
kind of motivation to talk is not accurately known. It is prob- 
ably true that the stimulation of other types of experience than 
direct language motivation enters in, though normal maturation 
is undoubtedly the most important factor. 

Experience in a home situation in which parents or older 
children talk “baby talk” or talk down to a child is almost cer- 
tain to provide a stumbling block to learning. If the child’s own 
mispronunciations and inaccurate grammatical constructions 
are given back to him through the talk of others in the home, 
he lacks correct patterns and stimulation to effort and gradually 
irons in his own incorrect forms instead of acquiring better 
ones. He will probably outgrow these patterns ultimately, but 
he is handicapped upon entrance to school, and unless he is 
helped to improve immediately, he may be ridiculed into self- 


consciousness, which makes the necessary relearning doubly 
difficult. 


LANGUAGE OF TWINS, SINGLETONS WITH SIBLINGS, AND ONLY CHILDREN 

A number of researchists have studied the development of 
twins. It has been found that children of multiple birth tend 
to progress less rapidly in language development than do chil- 
dren of single birth. Children of the same age in a family tend 
to be brought up in close association with one another. They 
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appear to understand each other and to carry on their contacts 
with less need for speech than children who differ in age. Facial 
expressions, gestures, grunts, single words and jargon seem to 
take the place of words and sentences quite satisfactorily. Day 
(10), in a study of eighty pairs of twins, twenty pairs each 
at 2, 8, 4, and 5 years of age, found several significant points 
with regard to language development. The twins studied were 
slightly below average in intelligence quotients as well as in 
language development. They began to talk one month later than 
their older siblings though they were not retarded in age of 
learning to walk or appearance of the first tooth. A comparison 
of the length of verbal responses given by twins and singletons 
showed the responses of twins to be slightly shorter at all ages. 
The average length of the responses of twins at five was about 
the same as that of singletons at three. Twins showed a smaller 
percentage of verbs at two, à smaller percentage of adjectives, 
pronouns, and conjunctions at all ages, and a greater percentage 
of interjections at all ages. As was the case with children of 
single birth, girls used more words and more advanced sentence 
structure than boys. In agreement with other studies, the older 
twins showed the same resemblance in language traits as the 

oun ins. 
| А Lana (9) included twins, singletons with siblings, 
and only children. Only children were found to be definitely 
superior to children with siblings in every phase of linguistic 
skill. Singletons with siblings were found to be somewhat supe- 
rior to twins. Twins of the ages studied were especially retarded 
in perfection of articulation. This inferiority was marked during 
the kindergarten period, particularly in twins of lower occupa- 
tional groups. Twins from the upper occupational. groups by 
nine and one-half years had practically overcome their language 
handicap, but twins from lower occupational groups had made 
relatively little progress. Twins of unlike sex appear to progress 


more rapidly than twins of like sex. 


SEX DIFFERENCES IN LANGUAGE DEVELOPMENT 

Girls have been found to surpass boys in a number of aspects 
of language development althought the amount of difference 
has varied in different studies. Day (10) found that girls use 
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more words than boys and that they show all forms of the com- 
plete sentence earlier and in larger proportion than boys, though 
she found the difference less marked in twins than in singletons. 
Davis (9) found the articulation of girls superior to that of boys 
and the length of remarks made by girls up to nine and one-half 
years to be slightly greater than the length of remarks made by 
boys. She found, however, that the performance of twin boys 
compared more favorably with the performance of only children 
and of singletons with siblings than did that of twin girls. 
Boys were found likely to be less shy than girls and to ask more 
questions. They made more spontaneous remarks and also made 
more errors and used more slang. 


THE RELATION OF SOCIOECONOMIC STATUS 


Studies carried on at the preschool level indicate a relation- 
ship between the socioeconomic status of the home and the 
language children develop in the home (9, 10, 11, 21). Children 
whose socioeconomic status is higher tend to use longer sen- 
tences and a larger vocabulary, to ask more questions, and to use 
more remarks involving adapted information. Living in a supe- 
rior environment appears to give these children additional ad- 
vantage, though the difference may be partly one of intelligence. 
Children of higher socioeconomic status tend to rate higher on 
intelligence tests than children of lower status. They also tend 
to have the advantage of parents of a higher level of education 
and to hear a larger vocabulary in daily use. Also, the child in 
the home of higher status is provided with books, play materials, 
and enriching experiences, in most instances, which facilitate 
the development of language. 

A study of the vocabulary of several thousands of children in 
Birmingham, England, showed that at ten years of age, children 
from well-to-do districts scored on an average 50 per cent 
higher than children from poor districts. As the age rose, the 
difference between the two groups narrowed and at the age of 
fourteen, there was little difference between the children in 
vocabulary scores (85, pp. 25-26). Watts concludes that judg- 
ments as to relative amounts of intelligence of children being 
studied may be dangerous unless the children have been brought 
up in similar environments and have had the same kind of school 
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training. Similar conclusions have been arrived at by Alison 
Davis and others in this country. 


HOME ATMOSPHERE 

Differences in home atmosphere and parental behavior are 
reflected in children’s language attainment in school as well as 
at home. Milner investigated the home experience of children 
who were in the lowest third and the highest third of their first 
grade class in language scores and found interesting and signifi- 
cant differences (24). Those in the lowest third of the class did 
not eat breakfast with their parents and participated in no two- 
way conversation with adults before leaving for school. Some 
of them were given orders and instructions but had no give- 
and-take conversation or stimulation to talk either before or 
after school or while carrying through the usual routines of the 
home. There was little evidence of acceptance of the children 
on the part of the parents and no outward show of affection. 
The children whose language scores were in the upper third of 
the class did have breakfast with their families and engaged 
in considerable two-way conversation both before and after 
school. They also received considerable show of affection which 
helped to make them feel secure and wanted in the family 
group. Disciplinary methods differed in the homes of the two 
groups. Those in the lowest language group received a good 
deal of direct physical punishment while those in the upper 
group had discipline of the preventing, prohibiting, and con- 
trolling type rather than physical punishment. ЈЕ 

These differences in methods of controlling and guiding chil- 
dren appear to be differences of socioeconomic levels. Also, the 
differences in opportunity for verbal interaction may be char- 
acteristic of socioeconomic differences in large measure. Socio- 
economic differences may also be responsible in part for the 
affection shown children in their homes. The effect of these on 
children’s language growth helps to explain the differences so 
often noted between the language development of the various 


socioeconomic groups. (20). 


BILINGUALISM 
Whether learning two languages at home in the child’s early 
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years is more of an asset than a liability in ultimate ee 
development is a question that has been long dienes : cs 
problem is again coming into prominence in American ар E 
with the tremendous influx of Spanish-speaking families a 
people of other origins and a good many wp В 
Parents in foreign-speaking homes differ in their attitu ; : 
toward children's language learning and in what they expec 
of children. Some parents who have inherited a foreign а 
guage fear that their children will not learn this language un es 
they do so before they learn English, and consequently they use 
only the foreign language in the home. Thoughtful че 
parents who speak English with an accent brought their ти Y. | 
to a nursery school to learn English. The child had learned only 
German in the home and the parents had been careful not to 
speak English before her. They wanted her to learn English ч 
a good school so that she would speak it without an oo. 
Other parents, who spoke both English and French in ipis 
home, brought a child to nursery school complaining that the 
child was doing poorly with language. Their older children, the 
parents said, had alwavs responded in French when apoien а 
in French and in English when spoken to in English. This к 
was mixing the two languages, much to her parents’ disapprova : 
Still other parents who have grown up with a language other 
than English as their native tongue continue to use it in their 
homes though they give their children opportunity to learn the 
out-of-home language as well. The children are not expected © 
learn to speak the home language but merely to understand it. 
Tn this case the children learn their patterns of English speech 
largely from playground and street experiences, and come to 
school with poor quality of speech and meager vocabulary. 
Occasionally, parents who have painstakingly learned a sec- 
ond language feel that early childhood, with its apparent facility 
in learning oral language, is the ideal time for a child to learn a 
language other than the one common to the environment. These 
English-speaking parents who know also German or French 
may decide that there is value in teaching the child the second 
language first and adding the English at a later time, probably 
when the child enters school. Such a decision almost inevitably 
isolates the child from other children during this period, but it 
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has the advantage of giving the child only the stimulus and 
pattern of adult speech. These parents know that the language 
of the environment is sure to be learned sooner or later. They 
are convinced that to start a child with what will later become 
his second language insures a good start in learning that lan- 
guage and the development of correct articulation and pronun- 
ciation patterns. 

Learning two languages during his early years forms а сот- 
plex problem for a child — and one fraught with many social and 
emotional hazards. This is true whether he encounters one lan- 
guage almost exclusively until he reaches school age, and then 
is called upon to learn another, or is confronted with two lan- 
art. If he is learning in his home exclusively 
a language other than that of his environment, he may en- 
counter isolation, ridicule, and neighborhood prejudices which 
result in feelings of inferiority and emotional and social ten- 
av stay with the child long after he enters school 
j ate, not only his learning of the language used 
en, but also all other aspects of his learning. 
a child encounters prejudices which 
à bv other children when he enters 
hetic protection and guidance from 
o be alert for these underlying 
always apparent on the 


guages from the st 


sions. These m 
and may complic 
by the other childr 
In some neighborhoods 
lead to severe persecutio: 
School and call for sympat 
the teacher. A teacher needs t 
hostilities, for such prejudices are not 


surface. 9 у у 
It is commonly assumed that the child who is learning two 


languages will progress more slowly in each than he would if 
he were learning only one language. Three studies by Smith, 
two of them made with a limited number of children, indicate 
the truth of this assumption. She concludes that a bilingual 
environment may not delay the beginnings of speech but is 
likely to handicap the child later. The most extensive of the 
three studies dealt with mastery of English by preschool chil- 


dren of non-American ancestry in Hawaii. The survey was 
made with a representative sampling of a thousand children 
who were either below school age or in their first school year, 
all between eighteen and seventy-eight months of age. She 
found children in the group retarded to а degree so marked that 


at the time of entrance to school they were at about the level 


c 
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of three-year-olds in a less polyglot environment (30). The 
retardation was due to the prevalent use of pidgin English and 
to the bilingualism of many homes. Kindergarten and nursery 
school attendance was found to be a definite advantage for the 
bilingual child in Hawaii as it is in the United States. 

Manuel, in 1950, summarized the studies on bilingualism and 
pointed out that children who come from foreign-speaking 
homes do appear to be at a disadvantage in English-speaking 
schools (23). He called attention also to the difficulty of meas- 
uring the ability and achievement of these children of foreign 
background because of the socioeconomic and cultural differ- 
ences that exist. 

Arsenian (1) compared the mental growth of monolingual 
children matched on the basis of age, race, sex, and socioeco- 
nomic status. The group included more than a thousand Ameri- 
can-born Jewish children, more than a thousand American-born 
children of Italian parentage, and samplings of foreign-born 
Italian and Jewish children as well as children of mixed par- 
entages. The age range of the children studied was from nine 
to fourteen years. He found no reliable differences in mental 
growth and achievement in school between children from 
homes in which the foreign language was used a great deal and 
homes in which the foreign language was used relatively little. 

Evidence of the effect of bilingualism on language develop- 
ment is not entirely clear and results in conflicting opinions. 
It does appear true that it presents complex learning problems 
for children which have many social and emotional facets as 
well as linguistic and intellectual ones. 

The present interest in teaching foreign languages in the 
elementary school will be considered in Chapter 9. 


LANGUAGE AND PERSONALITY DEVELOPMENT 


Language and personality development are closely related in 
children, as are language and mental development. The child 
who acquires language easily appears to find it easy to make 
social contacts, to be outgoing in his reactions and interests. 
The child for whom language skills present problems may feel 
inadequate and ineffective; he may respond in a variety of 
ways. This shows very clearly in the case of the child who 
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comes to school using infantile expressions which other children 
either have never used or have long outgrown. His awareness 
of other children’s reactions toward him may cause him to 


become withdrawn and silent, if he fears their ridicule and 


criticism, or highly aggressive if he feels frustrated or rebels 


against the treatment he receives. 


Children with hearing handicaps 
personality traits which are direct outgrowths of inability to 


communicate. Teddy, a five-year-old boy in kindergarten, hand- 
icapped by poor vision and serious loss of hearing, responded 
like an enraged animal when other children’s interests conflicted 
with his use of toys and building materials. His violently aggres- 
Sive reactions grew out of his inability to make his needs and 
desires known, and thus to protect what he conceived to be his 
tights and interests. With the help of speech specialists and 
finally a hearing aid, he learned to express his thoughts in words 
and to read the thoughts of others from their lips. As a result, 
his violent reactions disappeared. Evidence of understanding 
and sympathy for the interests and needs of others grew as he 
learned to communicate and became more acceptable to other 


are very apt to develop 


children. 
Negativism and rebellion against adult pressures and de- 
mands may show themselves in the chile language behavior. 
~ f protection from excessive 


Silence may become a means о 2 Y 
demands or criticism. Jersild (18) tells the story of a little girl 


of three and a half years who became known in neighborhood 
and nursery school as “the girl who won't talk.” Overwhelming 
and constant attention from her mother and the anticipation of 
у i i ild’s u i 
€very need and desire had resulted in the ch d i use of silence 
as a form of passive resistance to the excessive domination. In 


a situation in which her curiosity was aroused and her behavior 
ignored she proved able to talk in a very satisfactory manner. 
She became herself because she felt no need for self-protection. 

Learning to read has become a necessity and a point of 
extreme pressure in many schools and homes and the child wh 
finds difficulty in mastering the process is often sadly warped 
by his failure. A child who has shown no personality problems 
during his preschool years may develop serious problems of 


behavior and attitude if his efforts to learn to read bring only 


58 The Language Arts in the Elementary School 


defeat and frustration instead of the satisfaction and commen- 
dation he sees other children receiving. If the teacher does not 
recognize his problem, diagnose it, and offer the necessary 
guidance to achieve success, he develops a sense of inadequacy 
and inability which makes him feel he is different from other 
children and which forms a stumbling block to success in other 
areas as well. A school in which children are helped to grow into 
reading rather than being forcibly pushed into it, creates fewer 
learning problems. Nothing is more devastating to the child’s 
personality than inability to do what he wants and tries to do 
and what is expected of him. Unfavorable habits and attitudes 
grow rapidly and may follow the child through life because of 
his linguistic failures. Success in mastering linguistic skills 
opens the way to many types of satisfying experiences, and 
makes possible wholesome social, emotional, and mental 
development. 


SCHOOL INFLUENCES ON LANGUAGE DEVELOPMENT 

Children have had several years of language learning and 
have traveled a long way by the time they reach the elementary 
school. Whether a child is bright or dull, the quality of language 
and the amount of vocabulary he brings to school are the 
products of the experiences that have been provided for him by 
his home and neighborhood. His patterns of language behavior 


are pretty well set and will not be easily changed, whether they 
are good or bad. 


The Influence of the Teacher 


The teacher is, herself, an important part of each child’s 
language curriculum. Her voice, vocabulary, enunciation, рго- 
nunciation, choice of words, and sentence structure serve 25 
an ever-present model for the children. How much each of 
them is influenced by her speech and language depends on 
several factors. If the feeling a child has toward his teacher is 
one of admiration and affection and if he feels comfortable and 
secure with her he will tend to imitate her unconsciously. The 
similarity between the child’s home language and the language 
he hears at school has an important bearing on his attitude. If 
the language is similar or if differences are respected, he will 
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ower at school. Children 


find it easier to grow in language p 
standards, and reactions 


sense the teacher's attitudes, ideals, 
even though they are never expressed in words. The emotional 
tone of the teacher’s speech and the uses to which speech is 
put, determine the feelings the speech engenders in the child. 
Young children in the early grades tend to be influenced by the 
teacher’s speech quite unconsciously while children in the mid- 
dle grades are often more strongly influenced by the language 
Standards of the peer group (32). Children react to the рег- 
Sonality of the teacher as much as to her language. 
Sometimes the teacher's use of language results in reactions 
quite different from those she intends. Teachers mean to use 
language to stimulate thinking but sometimes the way they use 
it cuts off thinking. Teachers mean to use language to help 
children think and reason independently but at times what they 
Say encourages children to accept dogmatic statements without 
question or protest. Teachers mean to build up each child's self- 
respect and sense of the worth of his own thinking but some- 
times what is said tears down а child and. makes him feel 
inadequate or unworthy because of voiced or implied criticism, 
impatience, or intolerance. It takes keen insight and real skill 
to devalue a child's unacceptable idea or behavior without de- 
valuing the child himself. Teachers teach children to be sincere 
and outgoing or to be cautious and hypercritical, to express 
their thoughts and feelings or to conceal them behind silence 


or pretense. 

Positive and constructive langu 
behavior on the part of children, У 
anguage may produce resistance ог а i 
Integrativo pee improves the child # лекі 4 = кыен 
States or at least keeps them in equilibrium, M destructive 
langu to deteriorate progressive у. А study of 

guage causes them ildren's behavior yielded 


lan control ch 
guage used b teachers to г 
Some interesting generalizations (19). Suggestions and encour- 


aging remarks impelled children to accept or to cp ин tasks, 
Whereas if they were given no guidance or approval they aban- 
doned the tasks. Pleasant requests Were more effective than 
scolding and hopeful remarks were more valuable i» depriv- 
ing ones. Encouragement caused children to work promptly, 


age produces integrative 
hile ineffective or divisive 


aggression (27, p. 307). 
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whereas verbal hurrying tended to delay rather than expedite. 
Simple requests were found more effective than threats. 

The values a teacher holds shine forth in all that she does. 
Children need as their teacher an emotionally mature person 
who looks at life in a straightforward and wholesome manner 
and who can help them to do likewise. 


The Peer Group and Its Influence 


Young children are influenced by the quality of the teacher's 
language far more than are older children — at least they appear 
to copy it more unconsciously. They need help to give attention 
and consideration to other children's ideas and contributions in 
sharing, reporting, planning, and evaluating experiences. From 
the ego-centered speech beh 
meeting of minds is 


Disregard for d 
is characteristic of thi i res of both home and school 


Suggests that som this i t 
in language might possibly 55 е of this interes 


|! it were + 

and и in daily contacts 
The preadolescen 104 1 

і t period is one i 

lary if children’s inter ый 
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together with the manifestation of a good deal of initiative and 
industry in the pursuit of those interests. 


The School Environment and Atmosphere 

Movable furniture, stimulating work centers, a good class- 
room library, and quantities of raw material for work are advo- 
cated by the child development specialists who study children’s 
language development. The equipment in the classroom is such 
that it can be arranged and rearranged to fit all types of activi- 
ties and needs. There are centers of interest (art, science, 
arithmetic, social studies, library, etc.) so that children do not 
need to wait for the teacher's next assignment in order to use 
their time purposefully. The furniture lends itself to both indi- 
vidual and group work. Grouping for various activities encour- 
ages thoughtful and helpful interaction so that children learn 
to work cooperatively as well as independently. 

Oral language is used to meet natural classroom needs. There 
is time for sharing personal and intellectual interests; for plan- 
ning, discussing, reporting, and evaluating the interests and . 
work of the group. Written language and reading are means 
to practical ends and also sources of personal pleasure and 
means of personal expansion. 

First-hand and vicarious experience are both essential to lan- 
guage development. Field trips, experimentation, and various 
types of individual exploration are used where they prove 


valuable. Reading and audio-visual materials supply vicarious 
are worked on in situations in 


experience. Language skills i e 
t so that interest in improvement 


which their value is apparen е 
is kept at the highest possible level and children are encouraged 


to discipline their use of language and strive for increasingly 


higher levels of attainment. 
The school’s influence оп children through books, reading, 


and literature has four major parts; the provision of adequate 
quantity and variety of books and materials to interest all chil- 
dren and the provision of plenty of time and motivation for the 
use of them; help with developing and refining skill in reading; 
guidance in the selection and use of materials; and any indi- 
vidual encouragement as therapy that may be needed. Building 
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interest in reading comes first, then help with the development 
of reading skill. Classroom and school libraries are made as 
attractive and comfortable as possible so that children are en- 
couraged to use them. Skillful guidance on the part of teacher 
and librarian helps each child to find material he can enjoy 
and profit by and helps him to gain satisfaction from it. 


Interrelationships among the Language Arts 


One conviction has grown as educators have studied chil- 
dren’s growth in the language arts in the schools: that the vari- 
ous elements cannot be taught separately with satisfactory 
results because of the inherent interrelationships which exist 
among the uses and functions of language (2, 17). The child 
comes to school able to talk and to listen, though each of these 
skills needs further building. The school teaches him to read, 
write, spell, and use written language for many purposes. One 
cannot read reading nor write writing. One must read and write 
something; there must be content of some kind if children are 
to learn skills in such form that they are ready for use. 

British writers reiterate again and again that if what children 
write is poor the teacher must work on oral language (5, 29). 
American writers are saying increasingly that elementary school 
children cannot read with understanding sentences that are 
much more mature and involved than those they use in talking. 
Research evidence indicates clear and important relationships 
om the various facets of the language arts program. All 
OF this means that teachers cannot successfully teach the parts 
in isolation but must increasingly find ways to relate the various 
elements of language learning to one another and to the uses 


to which they are put in life. Methods of teaching are as 
Important as what is taught. 


es as a laboratory for t] rowth of 
Wires. 3 y tor the growth o 
guage and its use (4). The contacts and г experi- 


И community add to hi а 
words and meanings and y his vocabulary of 
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clear the effect of her experience on her language. She had a 
long, long way to climb, mainly unaided but partly with the 
help of the school, before she could operate satisfactorily in an 
entirely different language environment and at an entirely dif- 
ferent language level. Francie, in A Tree Grows in Brooklyn, 
had inner drives which took her to the library for books through 
which she could live in a different world and eagerness for 
something better which caused her to list a false address so that 
she could attend a school outside her district. Lovejoy, in the 
English story, An Episode of Sparrows by Rumer Godden, was 
forever searching for something better. She was a poor reader 
because reading mattered so little in her sordid and unhappy 


world. 


Community as Laboratory 
As children are helped to see the possibilities in community 
r the use of language — talking, writ- 
drive to achieve is strengthened. 
earning about the work of various 
cipation in community enterprises 
motivation. In the English film, 


Near Home, the children used all forms of the language arts in 
realistic and vital manner in carrying on their study of their 
community. In the French film, Passion for Life, the boys in 
the school turned from formal grammar in which they had little 
interest to keen interest in improving their school and used 
language of increasingly high quality in the doing. Tie com 
munity project for slow learners, described in Language Arts for 
Today's Children, showed how children improved all of their 
language skills as they performed the very real service of re- 
habilitating the home of an elderly couple under the inspiration 
of the local community chest (25, pp- 312-315). A fourth grade 
in a Philadelphia private school enriched and sharpened their 
oral and written language skills and found vital motivation for 
reading in a study of the history of their city. 


participation which call fo 
ing, reading — their inner 
Trips into the environment, ] 
community groups, and parti 
frequently prove sources of 


Community Agencies 
Boy and Girl Scout Progr 
provide children with many oppor 


ams, Boys’ Clubs, and 4-H Clubs 
tunities to enrich their back- 
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ground and vitalize their learning of the language arts. Com- 
munity provision for camp experiences for boys and girls is 
growing rapidly throughout the country. Some school systems 
have purchased or built camps so that all children may have 
camping experience at public expense. All camp programs 
include story telling, dramatics, letter writing, and creative 
activities as well as talk and discussion (15). 

All churches carry on programs for children and youth. 
Increasingly, these programs include planning, discussion, crea- 
tive and practical writing of various types, and dramatics. 
Church school workers are studying child development and 
methods for teaching and guidance in order to help boys and 
girls understand themselves and their behavior and understand 
the teachings and aspirations of the church. Children are 
guided into reading books which are designed to change atti- 
tudes and to build and strengthen character. 

The library in any community is a resource for the language 
arts program. Extensive library collections are loaned to the 
schools, even transported to them by bookmobile in rural areas, 
to enrich children's reading experience. Libraries are adding 
collections of films and recordings of music, great speeches, and 
great events so that these may be borrowed by schools or homes 
or used in the library. 

Many libraries hold story hours for children on Saturday 
mornings to interest children in books and reading. A rapidly 
expanding service is the summer reading program for boys and 
girls. Usually it is announced in the schools in the spring and 
children are encouraged to participate. Recognition is provided 
for quantity and quality of vacation-time reading. 


MASS MEDIA 


Television viewing still occupies about three hours a day of 
the time of many children, according to studies that have been 
made (37). Some parents guide children's selection of pro- 
grams and some permit children to see what they wish when- 
ever they wish. In a study of the television interests of five 
groups of kindergarten children in Cincinnati, it was found 
that children in homes of higher socioeconomic level knew and 
followed the good programs for children, while children of the 
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lowest socioeconomic level appeared not to know these pro- 
grams but listed unsuitable programs they saw, apparently be- 
cause the older members of the family chose the programs ( 26) 
Comic books are a community influence which has Ошо 
under critical surveillance in recent years. Parents’ groups їп 
some communities have found ways to discourage or stop the 
sale of harmful comics, while in other communities adults have 
given the matter of their children’s diet of comics little or no 
attention. Libraries and schools have worked to limit the read- 
ing of comics through making better books readily available 
to children and encouraging children to raise their sights. 
Community groups concerned with the rising rate of juvenile 
delinquency have turned some of their attention to comics, 
television, radio, and movies and their effect on children. 
Since one’s language is an intimate part of him, all influences 
that help to build the self affect the growth and the use of 
language. Recognition is growing rapidly that the language 
arts cannot be separated one from the other nor can any of 
them for any individual be separated from the personality and 


the life experience of the user. 
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c H A P T E R | 


Language Development 
in the Preschool Years 


Parents watch with deep interest and 
mental capacity of their off- 
follows the normal pattern 
tance of their child and 
The language develop- 


some concern for evidence of the 
spring. Physical development which 
reassures them about the physical inheri 
the quality of care they are giving him. 
ment of the child affords them similar reassurance with regard 
to the child’s inheritance of mental capacity. Perhaps this is the 
reason parents experience such pleasure in the first words a 
child speaks. Here is concrete evidence of capacity to absorb 
and utilize the cultural inheritance which is available and awaits 


acceptance and cultivation. 

It requires the operation of high intellectual powers to learn 
a language and to use it. Language is not just a patterned series 
of sounds that are pro т heard. It is meaning also — 
meaning which has become accepted, systematized and stand- 
ardized through long periods of time. As the child performs 
the developmental task of learning а language it is not just a 
matter of learning to make certain physical reactions which 
result in specific sounds. The child is also absorbing ideas, 
forming concepts, and learning to express his mental and emo- 
tional reactions through the controlled sounds he makes. He is 
Sharing with others the experiences through which he passes 
and gradually making the experiences of others a part of his 


duced o 
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own mental equipment. These constitute his first steps in com- 
munication through language. Every child in every culture 
must learn an astronomical number of combinations of sounds 
and meanings and patterns for arranging them into meaningful 
speech units. He learns his culture as he learns his language; 
its methods of thinking and reacting; its codes of ethics; and its 
system of values are absorbed as he absorbs his language. Once 
these structures are set the child is tightly bound to his culture 
and to his speech group. 

The young child in his acquisition of language is taking on 
the product of ages of social co-operation. No single individual 
could invent a language. Countless individuals through many 
centuries of time have co-operated to evolve the language а 


child hears about him and gradually lays hold on and makes 
his own. 


THE CHILD’S FIRST USE OF HIS VOCAL APPARATUS 


Speech is a form of behavior which is very complex. Perhaps 
that is the reason speech lies within the power of man alone. 
He is the only living creature who can attain it. No other form 
of behavior in which human beings engage requires such intri- 
cate patterns of muscular reactions. All these varied reactions 
must be perfectly and delicately co-ordinated (13). 

Three groups of muscles are involved in human speech: the 
muscles of respiration which produce the necessary air flow and 
pressure, the muscles which control the vocal cords to produce 
sound, and the muscles of the tongue, jaws, and lips which 
shape the sound. All these must be co-ordinated and work in 
perfect harmony or speech will be defective. 

The physical apparatus for the production of speech sounds 
is all present when the child is born. The first use comes at the 
moment of the intake of breath in what is called the “birth cry.” 
Thereafter the baby’s vocal expression is as diffuse for a time 
as his other muscular reactions, the waving of his tiny arms, 
kicking and squirming. The muscles of the face, the thorax, and 
other parts of the body are all involved when he cries violently. 
During the early weeks the baby attaches no meaning to his 
cries. They are not for the purpose of communication, but are 
associated with his bodily condition and are most likely to occur 
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when he is ready for a feeding, or when he is wet or otherwise 
uncomfortable. The cries of very young babies differ, and the 
cries of the same baby vary from time to time in pitch, loudness, 
and quality of sound. Many mothers feel that they can distin- 
guish easily the cries of hunger, pain, fright, and the cry which 
denotes loneliness and desire for attention, though some author- 
ities question this. 

Experimental study of infant crying carried on at St. Mary's 
Hospital, in Rochester, Minnesota, in connection with the Mayo 
Clinic, appears to indicate that even a tiny infant cries only 
when he has physical or emotional needs which call for atten- 
tion.* Ignoring the notion current among many people that 
much of a baby's crying is for exercise and that he should be 
left to crv if the mother or nurse feels that physical welfare does 
not call for attention, the attendants in the hospital nursery 
were instructed to give а baby comfort and reassurance the 
moment he cried through picking him up or meeting Cy и 
need appeared most logical so that crying was kept at kr he 
lowest possible minimum. Mothers were asked to continue t с 
watchful care when the baby was taken home from the hospita 
and to record their best judgment as to the reason for the ae 5 
cry, whenever it occurred, and the frequency of the aie ry- 
ing was kept at a very low point through such care х there 
were noticeable results in even-tempered and КЕ P Bs 
ality development. The vocalizations during ie m 
tend to be distress signals and call uc a н : ли та an 
Plete helplessness. Though "gate - itd he is the most 
other living beings in his ability to commu j 


helpless of all infants. 
Probably the most signific 


studies of Irwin and his associates 2 : hr 
They found four vowel sounds appearing m rp operon as 
quency in the vocalization of 40 newborn 


i is st f 
studied during the first few days of life Пп Ti : ев: 
infants’ speech the researchists utilized Ше lr 


irr d found high agree- 
Phonetic Alphabet to make their records an 
ment cin observers. In а study of the speech sounds used 


jes Don't Cry for Fun.’ 


ant studies of infant speech are the 
es at the University of Iowa. 


> Parents Magazine 


* Katherine E. Roberts. "Bab 
21:29, 154—157, Nov., 1946. 
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by 95 infants it was found that the average infant uses about 
seven different sounds in the first two months and that the total 
has reached approximately twenty-seven sounds by two and a 
half years of age (3). It appears that vowel sounds predominate 
in this early vocalization by a ratio of about two to one. This 
ratio is reversed by the end of the first year and by two and a 
half years there appear to be about one and one-half times as 
many consonant type sounds as vowel sounds uttered. By the 
age of two and a half the child uses practically all of the vowels 
needed for adult speech but only about two-thirds of the con- 
sonants. During the first two months of the infant’s life vowel 
sounds were uttered about five times more frequently than 
consonant sounds but the two appear with about equal fre- 
quency by the age of two and a half years. During the first year 
there was no noticeable difference between the performances 
of boys and girls but after that girls appeared to utter a slightly 
larger number of types of sounds than did boys. 

Another interesting point brought out by the studies deals 
with the use made of the speech mechanism in producing these 
early sounds. The vowels uttered by newborns were made with 
the front part of the oral cavity more frequently than with the 
back part. In the course of vowel development during the first 
year there was increasing use of back vowels (18). Irwin found 
the trend in the use of consonants to be opposite to that of 
vowels (12). The aspirate sound h is used a great deal by six- 
months-old babies as well as other consonant sounds originating 
at the back of the oral cavity. The place of phonation for con- 
sonant sounds appears to be first back, then front, whereas the 
place of vowel sounds is front, then back. Lewis holds that 
sounds made with the back part of the oral cavity are those 
associated with states of comfort, such as feeding, while those 
made with the lips occur more often when the infant is in a 
state of discomfort. The hungry infant uses a variety of antici- 
patory mouthing movements (19). 


EARLY FORMS OF COMMUNICATION 
The mother’s earliest form of с 

is probably throu 

are gentle, lovin 


ommunication with the baby 
gh her hands. If the hands that pick him up 


g, and comforting yet firm, solid, and depend- 
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able, they give him a sense of security, of being loved. Ability 
to trust begins at this point (34). Later he responds to his 
mother’s smile with sparkling eyes and with a smile. He can 
laugh aloud by sixteen weeks. He recognizes adult attention; 
he coos, gurgles, kicks, and waves his arms in response to smiles 
iliar sounding voices; but he grows tense and 


and pleasant, fam 
ak into tears if the voice is harsh, loud, angry, 


quiet and may bre 


or scolding. 
The child is responsive to inflections and intonations before 


he is aware of the exact sounds of vowels and consonants. When 
he has learned to wave in response to the sounds “bye-bye” he 
may wave also in response to other words of similar sound if 
they are spoken in the same tone of voice. 

Gestures come into use as soon as the child has achieved 
control of the muscles of arm and upper trunk. He may grunt 
and reach for a toy that is just beyond his grasp, ог he may 
vocally and forcibly reject an object he does not want, and 
reach for and accept with sounds of approval one he desires. 


THE GROWTH PATTERN 
Other forms of development and 


these early months are closely rela to 
speech. The child's eyes follow a light within a few days after 


birth and in two weeks are watching a person. The control of 
the eye muscles develops first; a little later the child achieves 
control of the facial muscles for smiling and of the neck muscles 
for lifting and turning his head. Motor control moves gradually 
downward to the arm and upper trunk region. When the child 
can sit alone, control has reached the lower trunk. When he can 


X. : instead of grasping 
move hi in opposition to his fingers ins 
e his thumb in opp nced to the forearm and hand. 


with th fist, it has adva r 
Still sem ie muscles come under control, first д standing 
erect with support to hold him up. later to creep, and still later 
to wall alone. This is all in harmony with the law of develop- 
mental direction. Speed seems graduated downward: control 
of eyes, head, neck, and upper trunk is achieved in rapid 
Succession but the rate slows down at about the time the child 


learns to sit alone and is noticeably slower from that point (27). 


learning which occur in 
ted to the acquisition of 
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THE BABBLING PERIOD 


Discovering the possibilities of his own body is one of the 
infant’s earliest forms of learning. A young infant will watch 
with great interest the movement of his hand without appearing 
to realize at first that he is causing the movement, that the hand 
is part of him. An infant plays with his vocal apparatus in much 
the same way. He blows bubbles, spits, gurgles, and sputters 
for the sensory pleasure it affords him. He appears to come to 
the realization that he is the producer of the sound he hears, 
that he can make it at will, and he repeats it over and over with 
evident enjoyment. 

There is tremendous variety in the sounds uttered by the 
infant in the babbling period and many of the sounds defy 
spelling in our alphabet. Children who are hearing only English 
sounds in their environment appear to be making German um- 
laut sounds, French guttural r’s and other sounds it would be 
impossible to describe (22). The babbling often consists of 
repetition of identical or similar syllables such as mama, dada, 
bye-bye, choo-choo, and the like. There may be more repetition 
than variety at this stage; an infant may have one or two 
combinations of this sort that he uses persistently for a time. 
Babbling which appears to be direct response to a person may 
begin between two and six months of age. 

Singing tones are noted in the vocalization of some babies at 
an early age. Some hum or croon; others trill up and down the 
scale. There appears to be a wide range in the age at which 
singing tones are first used. 

Inflection and intonation similar to that found in adult speech 
have been noted at about nine months of age. Shouting to 
attract attention, calling in scolding or warning tones, squealing 
with delight, grunting, grumbling, and growling all appear 
before the first comprehensible word. It would be interesting 
to know whether the expressive tones the babies used were а 
normal outgrowth of development or whether they were ac- 
quired by imitation of the tones used by adults (27). 

The speech of infants may begin to take on conversational 
form by ten or eleven months (27). Two dissimilar syllables 
may be combined and used in conversational tones. Later the 
infant may appear to jabber in sentences with inflections that 
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are declarative, interrogative, ог exclamatory. Such conversa- 
tional jargon may be carried over and mixed with early com- 
prehensible speech. 

During the first six months of life the child is exercising his 
vocal apparatus and learning to form many of the sounds 
needed for articulate speech. In the course of the second six 
months he learns in his vocal play to utter at will the sounds 
that strike his fancy and he repeats them over and over again. 
He gives himself an amazing amount of practice without any 


loss of interest. 


ASSOCIATION, CONDITIONING, AND MOTIVATION 
d that children would never learn to talk if 


usively by thinkers who used lan- 
nicating thought. Luckily for chil- 
‘ar mother, nurse, and other 
with everlasting repeti- 
at hand. “We must then 


Jespersen has sai 
they were surrounded excl 
guage as a means of commur 
dren, in their earliest years they he 
women (and children) talk endlessly, 


tions about the things and events close 4 | 
never forget that the organs of speech besides serving for the 


conveyance of thought, and before they begin to be used for 
that purpose, are one of mankind’s most treasured toys, ds 
that not only children but also grown people, in civilized as we 
as in savage communities, find amusement in letting d is 
cords and tongue and lips play all sorts of games и „р: 8). 

These endless repetitions of words in situations where саа 
ing is evident condition the child’s own vocal responses: : гае 
says, “Неге is your bottle, your good bottle. Take your batt е, 
and the child learns to associate word with object. Or - he says 
each evening, "Here comes Daddy. Heres ce ier ad E 
the child echoes "dada" or eventually Daddy. is e adults E p 
environment respond with pleasure and more pam of the 
word and the child repeats the pleasant response. ssociation, 
repetition, and the conditioning that results from satisfying 
reaction motivate attention to speech sounds and effort to re- 
produce them. Faith in himself and faith in his ability to make 
his body do what his mind wants it to do, begins to grow. 


THE FIRST WORDS 2 5 
It is difficult to spot the first comprehensible word used by a 
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baby because of the problem of distinguishing between бе 
chance expression of a familiar sound and the real and PE 
ful use of a word. Words are usually understood before they 
are used and the time at which they are first used may M 
upon the motivating situations in which the child finds himself. 
Authorities agree that the average age for the appearance of the 
first word is about eleven months. The first word is usually a 
monosyllable or a reduplicated monosyllable such as = 
or “bye-bye.” The single words are eked out with gestures an 
inflection that give them the force of whole sentences. These 
single words may be expressed with varying emotions. 

Most writers agree that the child does not learn to make new 
sounds by imitation. Adults call attention to the sounds in the 
child’s own repertoire which are the closest approximation s 
real words and those are repeated most often (14). A chi 
may learn new groupings of sounds through imitation but they 
are all sounds he already uses spontaneously. It is interesting 
to consider the imitative words the child uses at about this time. 
“Bow-wow,” “meow,” “tick-tock,” and “choo-choo” may have 
been picked up from the parents or older children, not invented 
by the babies themselves. Some children apparently make little 


or no use of such words while others retain them for quite a 
long period. 


Watts calls attention to 


the fact that many instances of 
duplicated sounds indicate 


that this is a ‘natural impulse, not 
just something learned from adults. It is interesting to note the 
use of such symbol sounds the world over; for instance, children 
in Germany call a dog wau-wau, and the Russian term is the 
samie; in France it is оиа-оиа; in Holland it is waf-waf; in Japan 
it is wan-wan, as compared with the English pet name bow- 
wow (88). ч 
Little children use words less precisely than adults. “Daddy 
-bye” may mean riding 


5 у often said “eins, zwei” 
(one, two) in time with their steps as they walked; this child 
later referred to a walk as an “einschei” (31). With many 
children, words appear for quite a time to indicate general 
association rather than specific meaning. 
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EVIDENCE OF GROWTH IN COMMAND OF LANGUAGE 

Babies begin to use jargon at about fifteen months and many 
use it predominantly until they are about two years or a little 
older. Their inflection and expression may be so like that of 
adult speech that it is difficult at times to realize that they are 
not saying understandable words. As vocabulary increases jar- 
gon diminishes quite naturally because language is becoming a 
useful tool. When the child discovers that words have power to 
bring results he usually makes rapid progress in acquiring them. 

Increase in amount of talking comes with increase in vocabu- 
lary and language power. By two and a half many children are 
carrying on long monologues. These usually follow the sequence 
of the child’s play. He appears to think aloud as he wraps up 
the doll for a ride in his little cart, piles blocks one on top of 
another until they fall down, or scoops and pats the damp sand 
to make a cake. Speech is an accompaniment to action and is 
in itself satisfying to the child. He cannot yet follow a line of 
thought without speech; speech and thought tend to be one 
and the same at this level. At three years of age he is probably 
using language fluently and with confidence. 

By four years of age the average child is talking a great deal; 
he boasts, exaggerates, and makes up fanciful tales; perhaps he 
talks with imaginary companions. He loves silly language and 
new and different words, even embracing slang and profanity 
if they come his way. Initiative, which he is developing rapidly, 
extends even to his speech. He confuses words and makes 
many mistakes in usage, but his meaning is clear. He can listen 
to stories and enjoys having an adult read to him. By the time 
he is five he likes to talk and may talk constantly and with 
anyone. He knows how to hold adult attention and gain his 
ends with questions, particularly with his ever-ready “Why? 
He asks more questions which are requests for information, but 
he loses interest if answers are too detailed or too weighted with 
factual content. The child needs truly factual answers but not 
all the facts that the adults know on the subject. He generalizes 
in his own way on little information or experience and is quite 
content with his conclusions. He still has difficulty in distin- 
guishing between reality and his own fanciful creations. Не 
tends to fill the gaps in his creative productions in drawing, 
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constructing, and dramatizing from his own imagination. The 
fact that his product lacks realism does not disturb him at all. 
The crude boat he has made of wood is quite satisfactory to 
him and if his attempt to draw a picture of his dog results in 


an unrecognizable animal from the adult point of view, it is to 
him what he meant it to be. 


THE VOCABULARY OF THE PRESCHOOL CHILD 


A number of people have studied the growth of vocabulary 
in preschool children. Some have attempted to enumerate the 
total vocabulary of a child during these early years and their 
results indicate a wide range of individual differences. For 
older children, especially children who are beginning to have 
Some experiences apart from their parents, a sampling method 
Is necessary. The most widely quoted estimation of the probable 
vocabulary of preschool children at various ages is that of 
Madorah Smith, which was done in 1926 and was based on a 


study of 278 preschool children (29). This material is given in 
Table 1 (29, p. 54). 


TABLE 1 
Increase in Size of Vocabulary in Relation 
to Age (From Madorah E. Smith, 1926) 


AGE 
GROUP NUMBER OF CHILDREN AVERAGE 1.Q. VOCABULARY 
Years Months 


Number of Gain 
Words 


8 13 E) 

10 17 1 1 
i 0 52 3 2 
1 3 19 19 16 
1 4 14 22 8 
2 0 ks 118 96 
2 6 14 272 154 
3 0 SD 446 174 
8 6 26 109 896 450 
4 0 m 106 1922 326 
4 6 so 109 1540 318 
5 0 55 109 1870 330 
5 6 ФТ 108 2072 202 
6 0 9 110 2289 217 
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Gohan Gre query ea ene ee 
an ased upon a sampling of 
an unabridged dictionary, places the average vocabulary of a 
child in first grade at 23,700 words, while the range of words 
ran, for the first grade children tested, from 6,000 to 48,800 
words at this age. This study will be discussed in detail in 
Chapter 9. There is considerable confusion at present in the 
literature on vocabulary, but it is probably safe to say that the 
average child on entrance to first grade has a vocabulary of 
several thousand words (20). Whether the difference between 
the two sets of figures for this age is due to difference in tech- 
nique it is hard to say. One element which needs to be remem- 
bered is the broadened experience of children of today, many 
of whom view television, listen to the radio, attend the movies, 
and have many out-of-home contacts. All new experiences, 
such as a trip to a farm, to the zoo, or to the seashore result in 
great expansion of vocabulary if an adult talks over the child’s 
experience with him. 

Nouns predominate in the vocabulary of the beginner in 
speech. Observers have estimated the proportion of nouns in 
the child’s vocabulary at two years of age to be between 50 
and 60 per cent. Smith found that at two years, verbs, adverbs, 
and nouns were used more frequently than adjectives and con- 
nectives. Pronouns, prepositions, and connectives are added 


later. 
Watts char: 
“the naming activity” (33). 


acterizes the child's second year as the year of 
At some time during that year the 
notion appears to enter the child’s mind that things have names 
and he puts forth great effort to learn them. "Wha's 'at?" is an 
oft repeated question and may be also the first sentence the 
child uses. The predominance of nouns in the early vocabularies 
of children is doubtless due to this naming interest and the fact 
that adults and older children in the environment point out 
objects and call them by name. "There is a car. See the car!" 
are both sentences involving other parts of speech as well as 


the noun, but the noun is the key word and the one repeated 


for emphasis. 


Pronouns ap 


pear in the speech of fairly advanced children 
late in the second year. The pronouns I, me, 


and mine are used 
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most frequently though you is used a great deal in contacts 
with other children. The child has a fairly clear awareness of 
self long before he begins to use words to designate self. Often 
a child will use his own name in designating himself, just as he 
hears other people use it in speaking or referring to him. The 
use of pronouns increases with language growth, though use of 
an unusually large number of pronouns after the age of three 
and a half years may be a sign of immaturity (9). Proper nouns 
and common nouns tend to be substituted for the word it as 
the child grows more specific in his speech. 

As soon as the child begins to use full and complete sentences 
the proportion of the various parts of speech which he uses 
follows the conventional pattern of the language. The begin- 
ning of the use of modifiers and of prepositions and connectives 
is significant because it marks the beginning of the use of more 
elaborate sentences and more specific expression. Usually а 
child enjoys using longer and more involved sentences. 


TALKATIVENESS AS AN INDEX OF GROWTH 


The spontaneity of a child’s use of language is an indication 
of his sense of security. If he uses speech spontaneously, 
fluently, and clearly for his age he is growing in a satisfactory 
manner. It is true that there are wide individual differences in 
the amount of talking children do in a given amount of time. 
Personality traits and responses to various types of situations all 
show in a child’s speech responses. Everything a child expresses 
in a given situation shows his personality. 

Young children who feel comfortable and secure in the situa- 
tions in which they find themselves, give their growing powers 
of speech a tremendous amount of exercise. A child of three or 
four has been estimated to be linguistically inactive only nine- 
teen minutes of his waking day, with four minutes his longest 
period of silence. He says approximately 7,600 words per day 
at three years and 10,500 at five (1, 28). A study of the total 
number of words uttered by children in a nursery school during 
approximately three hours of morning session averaged from 


402 for twenty-four- to twenty-nine-months-old children, to 


1,772 for children from forty-two to forty-seven months of age. 


Four-year-olds are at an exceedingly talkative age. A child's 
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loquacity has been found to increase considerably more rapidly 
than his vocabulary (16). 


LENGTH AND STRUCTURE OF REMARKS AS A MEASURE OF GROWTH 

McCarthy is convinced that the most objective and reliable 
measure of a child's language is the average length of the 
responses he uses. This measure has been used in a number of 
studies and it appears "a highly sensitive index that reveals 
developmental trends from infancy to maturity and also reflects 
sex, occupational, and intellectual-group differences with re- 
markable consistency" (20, p. 168). Studies indicate that a 
child of 18 months is in a one-word-sentence stage though he 
may occasionally combine two words. By three and a half years 
the average child uses functionally complete sentences (some- 
times structurally complete, also) and his sentences are about 
four words in length though he is capable of using longer sen- 
tences on occasion. By the time the child reaches school age, 
the average sentence is about five words in length. 

It appears true that children from higher socioeconomic 
levels and children with a higher level of intelligence use more 
words per remark than less favored children. There are differ- 
ences also when children are talking to other children as com- 
pared with talking to adults. Children tend to use more words 
in talking to an adult than in talking to each other in free play 
situations. 

The structure of sentences and their complexity are fully as 
important an index to growth as is the length of sentences. 
Incomplete sentences abound in the speech of young children, 
but the proportion of structurally complete sentences 15 evi- 
dence of increase in language power. Fisher, in her study of 
the language patterns of a group of very superior preschool 
children, found that the proportionate increase of complete to 
incomplete sentences was approximately threefold between 
two and five years of age (6). Repetitions in response and the 
proportion of nonverbal responses decreased during this period. 
Boys were found to use more nonverbal responses such as 
shakes and nods and other gestures and more repetition in their 


responses than girls and their proportion of incomplete sen- 
tences was higher. 
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All the sentences of children from eighteen to twenty-three 
months were found to be simple sentences, but by the time the 
children reached four and a half to five years of age the propor- 
tion of simple sentences had dropped to 85 per cent. nae has 
13 per cent of the sentences used at this age were comp ех, 
and 3 per cent were compound. The children studied ны: 
superior children who represented the higher — 
levels and were using all types of sentences by the end oft he 
fourth year. Throughout the study, girls showed clear superior- 
ity over boys in all items that portrayed developmental tenden- 
cies. Children from less favored backgrounds would develop in 
the same manner but their development would be slower. 


EXPERIENCE AND LANGUAGE 


Mental development and progress in language move along 
together and are thoroughly interwoven throughout the pre- 
school life of the child. New experience or increased experience 
in areas the child has partially explored results in advanced 
understanding, vocabulary, and knowledge. This advance is 
accompanied by advance in the content and form of the lan- 
guage the child uses. 

Just as the baby’s realization that he can produce sounds at 
will motivates him to an amazing amount of play and practice 
with his vocal organs, so each new step of mental expansion 
tends to result in new steps in language learning. At some time 
during the baby’s second year the realization appears to dawn 
that things have names and he demands names for everything. 
Then he learns that speech can serve his purpose and this 
realization results in further effort. “Mama” turns Mother's 
attention to him and “ba” said persistently enough results in 
someone's retrieving the ball that has rolled away, and returning 
it to him. 

Comprehension precedes speech in most instances. The baby 
recognizes his name and knows when he is being spoken to or 
talked about long before he can Say his name or can answer. 
He demonstrates his comprehension through eye, hand, and 
body behavior; looking at the speaker or the object being 
mentioned; reaching for, patting, or manipulating the object; 
Or obeying the simple, familiar command. Some of the babies 
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studied by Shirley showed recognition of their names at 15 
to 20 weeks and by 36 weeks could “pat-a-cake,” shake the head 
for “no, no,” smack the lips when asked, “Are you hungry?” or 
turn to look at the canary in the cage in response to the ques- 
tion, “Where is the birdie?” A child of 18 months who spilled 
cream on the kitchen floor was found wiping it up with a cloth 
he had brought from the bathroom (27). There were many 
evidences of comprehension and thinking before the end of the 
second year. 

The baby must find his world a noisy, confusing place. Time 
and experience are required for him to learn to recognize the 
elements that compose it and the way in which they operate. 
Being moved from one station to another in his home, from bed 
to bath — to high chair — to floor — to carriage, is in itself valu- 
able and brings contact with a variety of words and experiences. 
Child study specialists viewed with disapproval the brief wave 
of enthusiasm generated by the invention of an air-conditioned 
box in which a baby could be kept safe and well protected for 
many hours a day. Such a contrivance could afford physical 
protection, but little or no mental stimulation or speech motiva- 
tion, and parents are fully as concerned over the mental devel- 
opment of their child as over his physical welfare. 

As soon as a child can manage to move himself about he 
demonstrates his desire for experience. Most young children 
show this eagerness for experience very clearly through the 
persistence with which they seek to explore their environment, 
their determination to get at everything in the house which 
catches their attention, and their insistent wandering off from 
the play yard unless they are carefully watched or securely 
confined. They often resent having their explorations curtailed 
and express that resentment vigorously. | 

Repetition of pleasant experiences is thoroughly enjoyed by 
the young child. He learns the routines of his day and by the 
time he is two and a half he may insist that they be carried out 
with ritual exactness. If his mother tries to shorten the proce- 
dure or omit a portion of it, he may protest. Repetition of 
thoroughly known experiences gives him a sense of security and 
repetition of less familiar ones is a source of increased learning. 
The mother who talks about the experiences in brief sentences 
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as she carries them through with the child will find that lan- 
guage develops rapidly. 

Dramatic play in which the child reproduces his experiences 
and those of the adults around him becomes a source of great 
pleasure. A three-year-old boy served tea very solemnly and 
intently for a long period of time while callers were present on 
business. He went to the kitchen door, pushed it slightly, then 
returned carrying an imaginary cup of tea and serving each 
guest singly without losing track of his progress about the 
group. None gave him any attention except to thank him or to 
indicate preference for cream or lemon when he had supplied 
everyone with tea and was passing these imaginary items. He 
went through the entire process of serving and collecting the 
cups, then went contentedly off to another room and played 
with his toys. He had watched the procedure for afternoon tea 
in his home and took care of the matter for the early evening 
callers with quiet, self-contained satisfaction. He demonstrated 
accuracy of observation and reproduction which included voice 
and manner, social courtesies, sequence of. procedure, and 
numerical accounting. 

Dramatic play is important as an adjunct to concrete experi- 
ence or as a preparation for it. Mothers have found that the 
best way to prepare a child for a new experience which might 
be disturbing to him is to tell him just what the procedure will 
be and to dramatize it, if possible, so that the child finds few 
unanticipated elements in the real experience when he encoun- 
ters it. 

Trips out into the neighborhood to shop at the market, to 
have his hair cut, to call on friends, or for any other purpose 
serve to enlarge the child’s horizon and to give him new words 
and new material for thinking. The period of World War II 
uprooted many young children from stable, natural home life 
and made it necessary for them to move about and adjust to 
many types of conditions which undermined their security and 
rendered some of them less stable emotionally, but it did en- 
large their experience beyond that of most children of preschool 
age. Whether the expansion of experience can compensate for 


the lack of secure and stable living, only time and good home 
and school guidance can indicate. 
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The child who is introduced to stories, poetry, and books 
during his preschool years has another rich resource for Јап- 
guage development. Finger plays such as “Pat-a-Cake” and 
“This Little Pig Went to Market” introduce him to Mother 
Goose and other poetry for the little child. His mother’s stories 
about himself may be his introduction to the content of stories. 
As a mother puts her active, wriggling two-year-old into socks 
and shoes she may tell him a story about himself. “Johnny woke 
up when the sun shone in at his window. He called Mommy. 
Mommy said, ‘Good morning, Johnny,’ and lifted him out of 
his little bed. Then she washed his face and his two hands. Then 
she said, ‘Time to get dressed now, Johnny.’ She took Johnny 
up on her lap. She pulled on one blue sock. Then she pulled on 
another blue sock. Then she put on one little brown shoe. In 
went Johnny’s toes. Pull! On went the heel. Mother laced up 
the shoe and tied a nice bow. Then she picked up Johnny’s 
other little brown shoe. Pull! On it went and Mother tied that 
shoe, too. Now Johnny had on two blue socks and two little 
brown shoes. Mother said, "Time for breakfast." A two-year- 
old will listen with rapt attention to such a story and help with 
it where there is repetition. It is his own story and he loves it. 

Picture books which enable the child to see his own experi- 
ences on the pages fascinate him. He identifies himself with 
them quite completely as he looks and listens to his mother's 
running account of the content of the pictures and names the 
objects on the pages. The book is his book and the ball in the 
picture is his ball. He fingers and points and tries to enter into 
the story just as Dorothy Kunhardt has provided opportunity 
for him to do in her little “first book,” Pat the Bunny.* He will 
go through an animal picture book again and again telling what 
each picture is, what the cow, pig, duck, and other animals say, 
and what each likes to eat. He loves simple picture storybooks 
which tell of experiences similar to his own. What the effect of 
television and radio on a young child may be is not yet known. 
Certainly it appears true that the child who lives in a home 
where radio and television pour forth sound all day must of 


9 Dorothy Kunhardt. Pat the Bunny. New York: Simon & Schuster, Inc., 
1940. : 
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necessity learn to turn off the sound and give little or no reac- 
tion to it or he could develop no inner life of his own. 


SOCIAL DEVELOPMENT 


The expanding social life of the preschool child enlarges his 
opportunity for language development and increases his moti- 
vation for learning, 

The baby’s social world includes at first mainly his mother, 
with some contact with brothers and sisters and with his father. 
His mother is the source of his security and the center of his 
interest and affection. He learns very gradually to be content 
in the care of someone else and to enjoy contact with others. 
The ability to trust himself to unfamiliar people develops slowly. 
Playing on the lawn in his playpen or riding in his carriage on 
him broader experience and enlarges his physical horizon as we 
as his contacts with people. 

It is particularly interesting to watch babies or toddlers mak- 
ing their first contact with other babies of similar age. They 
treat each other as they treat each new thing which comes to 
their attention: looking, patting, and poking with investigating 
fingers. If one baby is frightened and cries, the other cries also 
out of sympathetic concern. The first social contacts are not 
social in an adult sense. 

The earliest play experiences of young children tend to be 
largely solitary play even though in the presence of other chil- 
dren or adults who are willing to participate. A baby may play 
peek-a-boo or try to roll a ball back and forth with a companion, 
but he tends to play by himself and in his own way. Solitary 
play continues and becomes at times a parallel type of play in 
which children carry on in similar manner, each aware of and 
enjoying the proximity of the other but with little or no inter- 
action. Three-year-olds are beginning to pl 
with one or two preferred friends but play is 
quarrelsome. Children of four years can sh 
operatively with special friends. T 
and can carry on imaginative 
excluding of others, tattling, 
more interested in children th 


ay co-operatively 
often stormy and 
are and play co- 
hey are very ‘conversational 
play but they до а good deal of 
and quarreling. They tend to be 
an in adults. Five-year-olds have 
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grown more social and play well with other children their own 
age if groups are kept small. 

A good deal of the early language of the child is monologue 
carried on for his own interest and amusement or as a running 
accompaniment to his play. The speech of all young children is 
highly egocentric, and the pronouns “I,” “mine,” “my,” and 
“me” are hard-worked words both in monologue and in early 
efforts at social speech. The use of language for communication 
is a mark of social growth on the part of the child. Piaget, in 
studies of French-speaking children in Switzerland, found rela- 
tively little real conversation before the age of seven and a half 
years (25). Teachers of English children have found evidence 
of conversation between children a year or two earlier than 
this, and studies carried on in the United States indicate that 
American children also reach the age of real interaction earlier 
than seven years (83). 

The talk which accompanies the parallel play of young chil- 
dren is itself parallel, or collective monologue. Piaget has called 
attention to the tendency of children at this stage to carry on a 
line of chatter without appearing to expect other children to 
answer or caring whether they listen or not. 

By the age of four it is possible for an adult to talk to the 
child in a more mature and man-to-man fashion. While the 
four-year-old is often out of bounds verbally, he is gradually 
learning to use language thoughtfully. By his fifth year, he is 
taking an interest in words and word meanings and his ques- 
tions tend to be information-seeking ones. He likes to figure 
things out for himself and may attempt to answer his own 
questions through generalizations which are based on little 
experience (8). 

Social contacts and experience are essential to language 
growth. The child with a rich experience background is using 
language confidently and effectively by age six. The child who 
lacks such a background of growth and experience enters the 
primary school with a distinct handicap. This handicap must 
be removed if he is to succeed in living up to his potentialities 
in the school program, since language is one of the major 
avenues of school learning. 
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HANDICAPS TO NORMAL SPEECH DEVELOPMENT | 
Children appear to differ in linguistic aptitude as well = in 
other aspects of development. Intelligence determines ш аг Бе 
measure the quality of growth a child achieves and eene 
progress, but environmental factors enter in also. The child i о 
is given intelligent and adequate adult attention and opportu 
nity to learn to play with children has wholesome social mobs 
tion for speech development. The provision of childlike expen- 
ences which enlarge horizons and introduce new vocabulary 
serves to stimulate and feed intellectual curiosity and make the 
child an eager seeker after knowledge, and his language devel- 

ops proportionately. 

гз levels of intelligence will result in slower than emt 
language growth. Each child will learn at his own rate regard- 
less of the amount of deliberate stimulation he may receive, 
Native capacity cannot be changed, but environmental tactus 
.can be made as favorable as possible. Certainly the slow leat e 
ing child needs the security of parental affection and am 
of his efforts and his progress. Parental disappointment, hild's 
anxiety, and efforts to force growth only undermine the childs 
security and sense of adequacy and make learning even more 
difficult for him. Pressure results in emotional maladjustment 

which forms a serious stumbling block to learning. ' 
Various types of physical handicaps can impede progress т 
language development. Poor health requires physical care and 
protection which may cut the child off from social and intel- 
lectual stimulation. Impaired vision may restrict the child’s 
experience both through the added physical protection he 
requires and because a major avenue of learning is cut off. The 
problem is even more serious for the child with a hearing 
handicap because hearing is essential to learning the sound 
patterns of language. 
Defective speech mechanism m 


ay stand in the way of speech 
development. 


Cleft palate, harelip, or other malformation of 
the speech mechanism may prevent the development of ade- 
quate speech unless it is corrected ar 


nd even then may require 
special techniques and training to compensate in a measure for 
the structural defect, 


Parents often need help to distinguish between problems that 
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are temporary and will be outgrown with intelligent care and 
guidance, and problems which require highly specialized treat- 
ment and extended therapy. Many three-and-a-half- and four- 
year-old children do some stuttering for a time. This appears 
to be due to the fact that ideas and eagerness to express them 
are running ahead of facility in expression. As the child has 
more language experience and gains in dexterity and confidence 
the stuttering tends to disappear. Stuttering which is the out- 
growth of serious emotional tensions and other personal, devel- 
opmental problems may require expert diagnosis and treatment 


over a long period of time. 


SPEECH AND PERSONALITY DEVELOPMENT 

Speech development has clear and far-reaching influence on 
personality development. The child who acquires speech easily 
tends to make social contacts easily, to learn readily, and to 
become a secure, confident, and outgoing person. The child 
who has difficulty with speech finds social contacts difficult. 
He becomes self-conscious, tends to lack confidence in his own 
ability and worth, and may eventually shrink from social con- 
tact or become overaggressive to compensate for lack of ease 
in communication. In any case, his personality tends to become 
modified and often warped by his ‘inadequacy in speech. Such 
a child needs protection from pressures, from undue attention 
to his problem, and certainly from criticism and ridicule. He 
needs affection and guidance which will give him a sense of 
security and help him to develop confidence in his ability to 
learn to hold his own in social situations. 

The preschool years are years of great significance in the life 
of a child for a great many reasons. No aspect of development 
е important for his future life than his 
language development. It colors the attitudes, the potentialities 
for learning, and the acquisition of foundational equipment not 
only for these years but in a measure for the rest of the indi- 


vidual’s life. 


during these years is mor 
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Language Development in the 
Nursery School and Kindergarten 


Experience in nursery school and kinder- 
garten furnishes the young child with opportunity for language 
development which can scarcely be equaled in even the most 
favorable home. Sympathetic adults who are trained to under- 
stand the child’s developmental needs provide him with the 
stimulation and guidance which enable him to make rapid 
strides. The learning environment is carefully tailored to fit his 
stature and capacities. Interaction with other children takes 
place in play situations which are adjusted to his social and 


intellectual level and is highly conducive to language growth. 


The program of simple experiences provides motivation for 


growth in vocabulary and in accuracy and maturity of speech. 
Improvement in speech and language is one of the clearest 
evidences of growth during these years. 

Conscientious parents are enrolling their children in nursery 
schools for а number of reasons. The one-child home finds it 
impossible to provide the child with the contact with other 
children which he needs. Crowded and unfavorable housing is 
causing parents to turn to the nursery school to give their child 
adequate freedom and materials for wholesome play experi- 
ence. Young, untrained, and inexperienced mothers are feelin 
the need for help and guidance to do for the child the things 
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they recognize that he needs but feel inadequate to provide. 
Mothers in some homes must be wage earners and are con- 
vinced that the child is best cared for by trained teachers in an 
environment carefully planned and arranged for children. The 
proportion of preschool-age children attending nursery school 
is still small, but the numbers and the need are growing. 

Two, three, and four are the usual ages for nursery school, 
and five for kindergarten. Tremendous growth in language and 
other aspects of mental and social development takes place 
during these nursery school years. The two-year-old who enters 
nursery school may be just passing from the stage of jargon into 
that of intelligible speech. By the age of five, three years later, 
he is an inveterate talker and is employing all the language 
patterns used by adults in ordinary conversation. His fund of 
knowledge has increased vastly and his range of interests is as 
wide as his experiences have permitted. He has grown from 
the stage of individual and solitary play to interest in many 
types of group play, and from monologue as a running accom- 
paniment to his individual play to ability to carry on conver- 
sation and real social interaction. These early school years bring 
great growth in articulation of sounds, pronunciation of words, 
sentence structure, and ability to communicate through mean- 
ingful use of words. The voice comes under better control and 
is made to fit the accepted pattern of the culture. 


GUIDANCE THROUGH LANGUAGE 


The behavior of the very young child is guided largely 
through physical handling. The mother places the baby where 
she wants him, puts before him the play materials he is to use 
and takes from him the things he is not to handle. By nursery 
school age, guidance becomes increasingly verbal rather than 
physical. “Time for juice,” “We wash hands now,” “It belongs 
here,” “John needs it when you have finished,” “You can play 
with it again after пар,” are typical guidance statements for 
the two-year-old child. 

A three-year-old responds favorably to verbal guidance. The 
Suggestion, “You could help Bill put away his blocks because 
he has so many,” brings ready co-operation. “You might get 
another book,” or “What can Mary have if you have this?” may 
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solve the problem of two children whose desires conflict. The 
question, “What are the blocks for?” may bring more satisfac- 
tory use of equipment. “That is a secret,” may curtail over- 
insistent curiosity. 

By the time a child has reached the age of four there is less 
need for guidance through the use of key words such as “it’s 
time to,” “when you have finished,” “might,” and “could help.” 
He can talk with the adult now in more nearly the fashion of 
intellectual equals. He listens when reasoned with and tries to 
follow through on adult suggestions. This may include learning 


to guide others through verbal means. A four-year-old boy who 
ry building project with blocks was 


ions of a two-year-old who continu- 
е complained to the teacher about it. 
“You might tell Tommy that these 
here he can get some of his own.” 


was carrying on a solita 
annoyed by the depredat 
ally took his blocks, and h 
He was given the suggestion, 


are your blocks. Show him w 
The child tried the suggestion but came back with further 


complaint. “Suppose you tell him, Хо, no! You can’t have these 
blocks. You play with your blocks, " brought no better results. 
"Could you get him some more blocks, yourself, and tell him 
they are for him? Then send him away if he comes for more 
of yours," apparently solved the problem because there were 
no further appeals for help. — М 
Five-year-olds are interested in verbal guidance and ask, “Is 
this the way to do it?” or say, “Tell me what I'm s'posed to do,” 
or remind other children, "Its time to clean up now. Miss 
Brown said so. ГИ sweep up the sawdust if you'll put these 


away.” 


UAGE GROWTH 
develop speech at a normal rate and 
e and maturity level, but there are 
always some who lag behind the rest. This may be due to 
mental retardation, to poor hearing, or to some defect in the 
speech mechanism, but more often it is due to environmental 
conditions of one sort or another. 

Some children are slow to talk because they have no need 
for talking. Their wishes and needs are anticipated and met 
without any effort on their part. A child who has learned to get 


STIMULATION OF LANG 


Most young children 
use it freely for their ag 
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what he wants through pointing, whining, and “baby talk” may 
feel little need for working on speech. The nursery school 
teacher who consistently fails to understand his methods of 
communication and waits for an effort at speech before satis- 
fying his wants will soon have him talking. If talking brings 
the satisfaction of those wants promptly, together with praise 
and encouragement for his achievement, he will soon go beyond 
the compulsion of the teacher's method to other talking. — — 

Occasionally one finds a child who uses speech only when it 
is necessary to use it because the home standards set for him 
have been too high. The child’s silence has become his protec- 
tion from correction and criticism. In school his speech is ac- 
cepted as it is and he is drawn into activities which encourage 
him to talk. The teacher may join in his activities or encourage 
him to participate in hers so that there is opportunity for her to 
chat with him over things that really interest him. His response 
may be a single word at first, but the responses lengthen as the 
child grows in confidence in his ability to talk. 

Both of these types of children respond to play materials and 
activities that encourage talking. Dramatic play with toy trains, 
boats, and people leads to some verbal exchange and sometimes 
to conversation. A toy telephone interests almost any child in 
talking. Sitting with a group of children to play with clay 
usually results in interchange of remarks, but drawing with 
crayons, painting, or constructing things of wood — anything 
which requires the child’s close attention — is apt to be carrie 
on in silence (8). Playground apparatus such as climbing 
structures, slides, and sand boxes stimulates social reactions 
while wheel toys may be used by the child for solitary play: 
Rhythmic activity and sitting in a small group at lunch time 
tend to stimulate talk. 


LEARNING FROM THE TEACHER'S EXAMPLE 

Imitation is the child's method of learning language, so the 
example set for him by the teacher is of the utmost impor- 
tance. The teacher's voice should be quiet and low-pitched; her 
enunciation should be clear; the articulation of sounds accu- 
rate; the pronunciation of words and the grammatical structure · 
of sentences always correct. 
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The quality and pitch of the teacher's voice are important not 
only because they are unconsciously imitated by the children 
but because they set the emotional tone for the room. A high- 
pitched or loud voice causes children to be noisy, irritable, and 
difficult to guide. A quiet, low-pitched voice helps to keep 
children relaxed, poised, and on an even keel. Every teacher 
has had the experience of an occasional bad day caused by 
fatigue, emotional strain, or physical ill-health when her own 
voice and manner were less controlled than usual and has found 
the children particularly noisy, quarrelsome, and lacking in 
control. Children sense the emotional climate which the teacher 
provides and respond accordingly. 

The use the teacher makes of language is a part of the child's 
learning experience. Jean had fallen on the gravel and bumped 
her knee and was lying there crying. The teacher said quietly, 
"Let's brush off your knee. Then you will feel better." Later 
another child fell in playing and Jean helped her up, brushed 
her off, and turned away saying, "Now you feel better, don't 


you?" 

Forms of courtesy an 
are learned through exampl 
attitude toward each child 


d other suitable methods of expression 
e. The teacher's casual and friendly 
is carried over by the children into 
their contacts with each other. The courtesy of her responses 
to them causes them to respond to each other in similar spirit 
and at times to use the forms of expression which the teacher 
has used. True courtesy is a matter of consideration and feeling 
for others even more than of words. It will take the child years 
of experience to achieve it, but falling шо the pattern of the 
teacher’s response forms а good beginning. А 

The child’s first awareness of the functions of written lan- 
guage may come through the teacher's use of it. A note to the 
child's mother telling of an early dismissal fora teachers meet- 
ing, a memorandum about the mat he needs to sit on at school, 
or a note to a child who is sick introduces the nursery school 
child to the uses and values of written language. 


THE TWO-YEAR-OLD IN NURSERY SCHOOL 
The average two-year-old in nursery school understands what 


is said to him and can answer simple questions. He is using less 
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and less of jargon, and is beginning to employ three and four 
word sentences such as “Tommy do it” and “Mama come home 
now.” Some studies have set the vocabulary of this age level 
at about 270 words, though Gesell indicates a possible range 
from 12 to 1,000 words (12). The child of two uses a large pro- 
portion of nouns, few pronouns other than those which refer to 
himself, and very few prepositions and conjunctions. He has 
difficulty with the sounds of some letters, particularly Ј. 0,8; b; 
апа r, and more trouble with the final sounds of words than 
with the beginning or middle (8). The two-year-old carries on 
a running monologue which accompanies his activities, but he 
rarely talks to people except to ask, "What's that?" to respond 
to questions, or to approve or protest what is being done. 

A child of this age is inquisitive about everything and he is 
into everything. He enjoys being near other children, but he 
carries on his activity with little attention to the activities of 
others except to snatch a toy someone else is using if it catches 
his interest. 

Both at home and at school, the two-year-old is learning ways 
to get what he wants and to do what he wishes to do. Sometimes 
he shows an amazing ability to detect techniques that work and 
he uses them persistently. Because he is actively exploring his 
environment he encounters frequently the ^No, no" of adult 
prohibition, and he protests the frustration of his wishes both 
vocally and physically. His aggressive actions usually do not 
last long, but he shows great persistence at points where his 
interest is strong. 

The two-year-old is beginning to be interested in pictures; 
rhymes, and stories. He likes to have a story repeated over and 
over and he tolerates no variation in the telling. Stories deal 
with his own experience and things in his own environment 
which he can understand. He enjoys repeating words and 
sounds regardless of meaning. Finger plays and simple nurs- 
ery rhymes intrigue him. 

Some two-year-olds use jargon and gestures to take the place 
of words. The teacher studies such children to determine 
whether the retardation is due to malformation of the vocal 
apparatus, mental retardation, or defective hearing. If none of 
these appears to be the cause, it is probable that natural incen- 
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tives to talk and prompt satisfaction of the child’s desires when 
he makes an effort to talk will improve his speech very rapidly. 
Placing him with other children who are talking usually causes 
him to talk in order to participate. 


THE THREE-YEAR-OLD 

The child of three has advanced considerably beyond the 
two-year-old level. His articulation is fairly clear, his vocabu- 
lary has reached 900 or more words, and his sentences are 
longer and more complex. He is using more pronouns and 
prepositions, and his sentences are more mature (8). His fund 
of information is growing rapidly and his perception of size, 
number, and spatial relationship is growing (12). 

The three-year-old plays with older children fairly fre- 
quently, but he still enjoys going about his own individual 
activities in the presence of a group. Groups change constantly 
and the span of attention for any single activity is usually short. 
There is some social interaction and real communication. There 
are occasional brief conversations when interests coincide mo- 
mentarily, and there are also quarrels when interests overlap. 
These quarrels are quickly forgotten. = | 

Dramatic play becomes of interest to children of this age and 
they play house, store, or doctor in their own way, often with 
little regard for accuracy of timing or details. 

The three-year-old likes stories that are more advanced than 
the simple stories of the two-year-old, but here-and-now stories 
are still enjoyed if they involve a slight plot or pattern of action. 


THE FOUR-YEAR-OLD IN SCHOOL = 
The four-year-old child is ready for many types of activities, 


His vocabulary is now expanded to about 1,500 words and is 
increasing rapidly. His loquacity is increasing even more rap- 
idly (13). He talks a great deal, exaggerates, boasts, tells 
highly fanciful tales, and is often verbally out of bounds (11). 
He likes new and different words, silly language, and rhyming. 

The sentences of a four-year-old have grown in length and 
complexity. He can use all of the language patterns of ordinary 
adult conversation but he misuses words and makes gram- 


matical mistakes. 
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The span of attention of a child of four is increasing rapidly 
and he finds satisfaction in thinking some things through for 
himself. His reasoning may lack adult logic and he may arrive 
at generalizations from very little knowledge or experience, but 
he is satisfied with his conclusions. 

Social development is evident in the increase in the amount 
of group play in which the child participates and the increased 
size of the group with which he can interact and cooperate. 
Solitary play is seen less frequently though there is a good deal 
of independent activity, often paralleling the activity of other 
children and accompanied by a flow of remarks if not actual 
conversation. 

The interest in stories and poems is now very keen and the 
child of this age likes to be a member of a group of listeners. 
Peter Rabbit, Little Black Sambo, and many of the old folk tales 
— “The Three Bears,” "The Billy Goats Gruff’ and others of 
their kind are always favorites. Marjorie Flack’s Ask Mr. Bear 
and The New Pet, Helen Puner’s Daddies and What They Do 
All Day, and Lois Lenski's books about the Small Family are 
satisfying extensions of children's own thinking and experience. 
The child enjoys looking at picture books and will often pore 
over a book for several minutes at a time. Picture books of 
animals, farm life, trains, ships, and airplanes always fascinate. 
Such books as Ethel Berkley's The Size of It — a giraffe is tall 
and so is a building — and Up and Down help children to think 
in terms of comparison. 

Some four-year-olds enjoy having an adult print the child's 
name on his products. He may recognize the first letter of his 
name and those of others in the family. An occasional child of 


this age will try to print his own name, probably using many 
Separate strokes for each letter. 


THE FIVE-YEAR-OLD IN KINDERGARTEN 


The five-year-old uses speech almost constantly. He talks to 
everyone. He is interested in words and meanings. Most of 
his questions are information-seeking ones. He has learned as 
much as he could from his home and neighborhood environ- 
ment, from stories, and from the movies and radio if they are 
available to him, but his information is spotty and limited at 
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many points (7). He finds it difficult to distinguish fact from 
fantasy. Figuring things out for himself gives him great satis- 
faction. He generalizes very readily on even a single occurrence. 
Some kindergarten children were discussing whether babies 
had teeth, Another child responded that babies did have teeth 
- because his baby sister had some. “Girl babies have teeth and 
boy babies don't" was a conclusion satisfactory to the group. 

The child of five years is speaking about as well as the adults 
in his environment. His patterns of grammatical usage con- 
form to theirs for the most part and he is aware of and criticizes 
speech which deviates. He is beginning to use language 
thoughtfully. He may evaluate tasks, saying that this one is 
easy and that one hard. He can define simple words in terms 
of use: “An orange is to eat”; “A doll is to play with.” 

Many children of five years are interested in books and turn 
to them frequently both for pleasure in the pictures and to 
rethink a story that has been read to them. Some children of 
this age will watch pages closely when an adult is reading to 
them, noting words that are repeated, or the name of a char- 
acter, and following the print as well as the pictures. Some can 
tell the story from a simple book, turning the pages at the 
correct points in the story. Wanda Gag’s, Millions of Cats and 
Gone Is Gone, Marjorie Flack’s Angus and the Ducks, Inez 
Hogan’s, The Bear Twins, Mariana’s Flora McFlimsey stories 
and the like are all enjoyed over and over. Carl Memling’s, 
What's in the Dark? Virginia Burton’s The Little House, Robert 
McCloskey’s, Make Way for Ducklings and such picture books 
as Ша Podendorf's, Animal Babies expand children’s experience 
and give them material to think with. | 

Five-year-olds who have listened to the reading of ABC 
books or played with alphabet blocks may ask the spelling of 
simple words from time to time. They may know the words hot 
and cold on the faucets or stop and go on the signs and may 
recognize their own names in print. Some of them like to learn 
to print their names or to dictate material for an adult to write, 
as in a letter to Daddy or a note to a child who is ill. 

Children of this age like to link their home and school ex- 
periences through bringing a favorite toy to school or bringing 
things of special interest to show to the other children. They 
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also like to take home the pictures they have drawn and the 
things they have made. They adjust well to school and appear 
to enjoy both the routine and the activities. Transitions from 
one activity to another are made with relative ease. These 
children can participate in a group activity for about twenty 
minutes, but their activities tend not to be highly social. There 


are bursts of energy in carrying out projects and the child likes 
to complete a task (10, 11). 


LEARNING THROUGH EXPERIENCE WITH THINGS 


A child of two is learning a great deal through sensory con- 
tact. He likes to play with objects of different shapes and sizes. 
He fingers them, sensing their texture and other properties, per- 
haps shaking or pounding them or testing them with his tongue. 
Learning the properties of common objects requires many con- 
tacts and experiences. Adults speak of this doll as big, that one 
as little; this block as heavi , that one as light; this toy as hard, 
that one as soft. Mental growth comes through many types of 
sensory experience. 

A large portion of the nursery school day is spent in playing 
and working with materials, The two-year-old likes to drop 
objects of different sizes and shapes through similarly shaped 
holes in the top of a box or can, and having done so dumps 
them all out and starts again. He loads his tiny cart with blocks 
and toys of all sorts and pushes or pulls it about the room. He 
misjudges distances and spaces at times and finds it impossible 
to proceed until he has become disentan gled or has adjusted his 
efforts and equipment to the space. He splashes color on a big 
sheet of newsprint paper or paints the playground sidewalk 
with a broad brush and a bucket of water, watches it dry, then 
paints it again. He molds, pats, and tunnels the moist sand, 
packs it into a bucket or sifts it in an old sifter. This is not a 
“No, no! Mustn't touch!” sort of world but one filled with 
Opportunities to learn what is meant by words denoting size, 
weight, texture, and other properties. Gradually, through play- 
ing side by side with other children he learns mine and yours 
and simple quantitative concepts, and he discovers the relative 
meanings expressed by words: a little chair for him to sit on 
and a little chair for the doll are quite different. He learns to 
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put on his cap or to hang it in his locker cupboard. He finds 
that to get things out is followed later by helping to put things 
back where each belongs. It takes many experiences to make 
words other than nouns take on meaning and fit into the child’s 
speech. Here is a world his size with things in it that are de- 
signed for just such exploration as he delights in and needs. 

The nature of the child’s exploration changes with the years. 
A three-year-old is less apt to be dropping objects through 
matching holes but he likes to pound nails in a soft wood block 
or fit peg toys та peg board or string large wooden beads on a 
string. He smears finger paint, reveling in its texture and the 
variations in pattern that his hands can trace. He pounds, 
pokes, shapes, and reshapes clay, not so much for the purpose 
of producing something with it as for the joy of the doing. He 
may put together simple wooden puzzles of five or six pieces. 
His block towers are higher and more steady, and his play with 
toys may take on a dramatic quality as he plays house or train. 

The four-year-old is still a busy explorer, learning the proper- 
ties of things, their uses, how to make them work, and what 
makes them go. His manipulation of objects is on a higher 
level; he experiments with them and uses them in a variety of 
ways. Small kegs, boards, and a sawhorse or two can be set 
up as a runway for balancing and jumping at one moment, and 
become a complicated railway system the next moment by the 
addition of a toy engine or train, though a box or block with 
appropriate sound effects produced by the engineer will serve 
almost as well. 

The five-year-old wants to find out about things. He investi- 
gates, examines, and questions. He wants to know how things 
Work, where they come from, what they are made of, and is 
curious as to the weight, strength, taste, and smell of all sorts 
of materials. Crayons, paints, scissors, woodworking tools, and 
gymnasium apparatus all challenge him. He experiments with 
all of them and tests his abilities in utilizing them. He is fond 
of books and knows that books are sources of information and 
can be used to prove a point (7). 


Block play is of special interest to boys at this age. It is 
usually 


group play that is highly co-operative and frequently 
holds attention over a period of several days. Elaborate struc- 


arten block play calls for co-opera- 
University School, Indiana 


Kinderg 
tive interaction. 
University 
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tures are made: two-story houses, fire stations, stores, airports, 
ships, trains, almost anything that can be used for dramatic 
play. Building energy is then turned into play in which the 
children’s concepts of adult life are portrayed through dramatic 
action. Though girls do less of the building they are frequently 
drawn into the dramatic play. Dramatic play of all types 
interests both boys and girls at this age. 

Putting together puzzles, constructing in wood, working with 
clay, paint, and other materials develop knowledge of the prop- 
erties and uses of materials and the ends they can be made to 
serve. 


LEARNING THROUGH EXPERIENCE WITH CHILDREN 


The two-year-old has been busy for some time learning how 
to respond to adults and how to get his own way with them. 
In many instances, he has developed surprisingly useful tech- 
niques. When he comes to nursery school he likes to be near 
other children but he treats them as though they were inani- 
mate objects, not people. He may hug another child, snatch 
something from him, or push him out of the way without any 
interest in what the other child does and says unless the victim 
protests loudly and vigorously, in which case the child may 
watch him with curious interest. He is gregarious but carries 
on little or no social contact with children who are playing near 
him, each intent on his own play interest. 

By the time children are three years old they play together 
fairly frequently but each still enjoys going about his own indi- 
vidual activity in the presence of a companion or à group. 
Groups change constantly and the span of attention for any 
single activity is usually short. There are occasional brief con- 
versations when interests coincide and there are also quarrels 
when interests overlap. у 

Social development at four years of age is evident in the 
increase in the amount of group play in which the child par- 
ticipates and the increased size of the group with which he can 
interact and co-operate. Solitary play is seen less frequently, 
though there is a good deal of independent activity accom- 
panied by a flow of remarks if not actual conversation. 

Four-year-olds are learning how to deal with people. Jan 
was carrying on a highly satisfying housekeeping play in the 
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doll corner when a very active and boisterous little girl rode 
up on a tricycle asking to play, too. Jan’s instant response was, 
“All right, you be the father.” No sooner had Sally dismounted 
from the tricycle and parked it than Jan met her at the door 
with, "We've just had breakfast so now you go to work. You 
have to go to work all day. ГЇЇ see you tonight,” and she waved 
her off. The strategy brought the opportunity Jan wanted to 
continue her play. Foster and Headley tell of the skill in leader- 
ship of Lawrence, a four-year-old boy, who turned aside a 
destructive child who wanted to play in the block house a 
group had just completed by saying, “Would you like to be our 
dog?” Then he added, “We don't let the dog in the house, but 
all this end of the room is the yard and you can run around it 
and bark real loud!” (7, р. 12) | 

Five-year-old children do relatively little solitary play but 
there is often parallel play carried on by two children ога 
larger group. While groups of two predominate, there is an 
increasing amount of play in larger groups. Often the c. 
appears more highly co-operative than it is in reality. FR Ж 
child goes his way with little concern for the grow ab t = 
pattern of the play may fit together. Both laf а d 
groups shift continuously. There is a great de / ok арша "e 
dramatic play in which both boys and girls ig a xin A er 
to play the parts they want to play. Much o Мр a “iE ers 
around the house. They can turn almost any Nn, C^ ad Quse 
Where they imitate adult activities. Dolls are no ш Г, ngged 
about by an arm or leg, clothed or unclothed, as ‘they Were 
earlier, but are cared for like real babies. -— : 

Children of this age are expanding their interests in many 
directions. Not only are they interested m all that peopl dien 
doing in the neighborhood but they are interested also in the 
storybook characters of folk tales, poetry, and realistic stories, 
and they call for their favorites over and over again. Some of 
the children are interested in certain radio and moving picture 
characters which are aimed at their level. 

Kindergarten teachers often teach children to use people as 
resources for learning. They suggest that the children ask 
mother, daddy, the groceryman, or the postman for information 
that is needed. Two children in a summer kindergarten were 
carrying on the typical five-year-old "'tis not, tis too" sort 
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of dispute about the lawfulness of the use of firecrackers in the 
town. The teacher called their attention to the need for real 
information. At the end of the session, the group took their 
question to the traffic policeman on the school corner for 
authoritative information. They were shown not only the need 
for information to back up their assertions but also that infor- 
mation can be had from people who are authorities in the area. 
Learning to deal with both adults and children is an important 
part of preschool education. 


LANGUAGE OPPORTUNITIES IN THE NURSERY SCHOOL 

A satisfactory nursery school program provides large blocks 
of uninterrupted time for individual activities of the child’s own 
choosing. Often the first part of the day is devoted to outdoor 
play with a variety of simple play materials and apparatus and 
plenty of space for individual activities as well as opportunity 
for group play. Children have unlimited opportunity to learn 
through the manipulation of material and through contacts 
with other children. Adults provide only as much guidance as 
is needed for the welfare of each individual child. Indoor play 
is again self-chosen, with freedom to explore the possibilities 
of materials and play with them as the child wishes. Language 
functions here and there in interaction between child and child 
and between child and teacher. Children learning through 
firsthand experience in such an atmosphere require relatively 


little verbal guidance. 


Transitions from one activity to another are not mass move- 


ments but take place gradually. Children are dm oig dL 
time or in small groups to put away шер toys bs deg x 
toileting, wash their hands, drink their midmorming үш 
or get ready for rest or lunch. At any one P1 donde ы = 
the room may be at various stages П ak pd ptam 
Groups at the lunch table are small, and guidance can be given 

3 ietly. 
are offered to small groups of children, especially at е аб 
of two and three. The teacher may sit down at the piano and 
let those children who wish gather about hee Hoe songs or 
rhythms. Other children may go xpuguthermudividual activ: 
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ties, listening or not, as they wish. An offer of a story may draw 
a few children or a larger number. Some may come and go 
without disturbing the group as the story progresses. Four- 
year-olds are often ready for more group listening and partici- 
pation. They may be interested in opportunities to share home 
and school interests and to tell stories of their own creation. 


LANGUAGE IN THE KINDERGARTEN 


Language functions almost constantly throughout a kinder- 
garten day; in fact, rest periods are probably the only time in 
which it is omitted. Conversation begins as the children enter 
the room and forms an accompaniment to the removing of 
wraps, selecting materials for work and play, and much of the 
activity of all work and play time. Children of five are increas- 
ingly able to listen to each other and to react to the thinking 
of others. The kindergarten day includes periods set aside for 
talking and planning together, sharing interests brought in from 
home and community, and discussing the work that is being 
done by groups and individuals. | 

Тһе midmorning “snack” period for milk or fruit juice от the 
noon lunch period, if the kindergarten has a full-day program, 
offers a special opportunity for pleasant visiting together about 
many subjects. Often the subject matter for conversation comes 
from the children, but if they offer none or talk degenerates 
into idle or silly chatter, the teacher is ready to introduce new 
material. Conversation material ranges from pets, weather 
phenomena, excursions, holidays, seasons, and birthdays, to 
means of travel, radio programs, and movies. Children draw on 
their past experience for the material for their conversation, 
just as adults do (1, 7, 8, 10). 

A period for stories and poetry is a part of the daily program, 
and children are encouraged to select material from the library 
table for the teacher to read and to express their preferences 
and their reactions. Dramatization of folk stories or stories of 
real experience interests many children and is carried through 
with evidence of clear imaginative thinking and little need for 
properties. 

Making up original stories is a consuming interest of some 
groups and of some children in all groups. If the teacher tells 
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stories well the children will put into their stories the action 
and dramatic interest they enjoy in the stories told to them. 
One kindergarten teacher has a large scrapbook for each new 
group of children. She puts a kodak picture of each child ona 
page that is to be all his own for the stories he tells. Children 
are encouraged to dictate stories when they wish to do so, and 
the stories are copied onto the child’s page in the book. New 
loose-leaf pages are added as they are needed. The time comes 
when the children say, “Read our book today. Read John’s 
story about the baby bear up in the tree. 

The contribution of the kindergarten to the growth and de- 
velopment of children is still not understood by all parents or 
even by all teachers and administrators in elementary schools. 
Evidence of this is the number of kindergartens one finds about 
the country in which reading is being taught to five-year-olds 
whose language development is far below the ee stage. 
Reading is not just word recognition. It is a gu сене 
ating meaning which exists in the reader's min ey 5. 
symbols on а page. The five-year-old child has not m enoug 
experience to build the necessary background for suc m 
tion. A kindergarten year filled with rich opportunities Е. 
language development and a wide variety of experiences ч 
better preparation for success ЈА ашр m xd amount о: 

the readin, . 
E hh fall into the social studies 
and science realms abound in the kindergarten. The со 
are keenly interested in everything in their (шира и Тћеу 
bring in quantities of nature material, from ium is acorns 
in the fall to the first dandelion, cocoons, caterpillars, earth- 


worms, toads, and discarded birds’ nests. Even a walk around 
> 2 


the block is invariably productive of some sort of nature inter- 
est. Their questions cover all aspects of nature, from “What 


makes the water in the fountain blue?” to “Where does the sum 
go at night?” Stories and picture books help to sharpen Gu 
osity about natural phenomena as well as to answer questions. 

There are excursions out into the environment for pany 
purposes. The children watch the building of a house in the 


neighborhood from excavation to the day of moving in. A trip 


to a farm provides material to talk about for many days. A ride 


Jean and her mother have brought some 
pet white mice for the children to watch. 
University School, Indiana University 
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on a local train from the home station to the nearest stop and 
back on the bus or in their mothers’ cars gives them oppor- 
tunity to ask and answer innumerable questions. Just a trip 
across the street to the nearest grocery store for the Halloween 
pumpkin enlarges experience with buying and selling and the 
courtesies necessary for purchaser and salesman. It offers, in 
addition, opportunity to discuss safety in crossing streets, sea- 
sonal products in the store, and the fact that one buys some 
things by the pound and others by the dozen, quart, or in 
various packaged forms. Innumerable planned and incidental 
experiences afford new vocabulary, new concepts, and new 
material to think and talk about. . 

A year in kindergarten adds immeasurably to the child's stock 
of experiences, meanings, and words. Freedom to talk and 
experience increase the fluency and ease with which a child 
talks and the maturity of his use of language. The language 
gains are clearly evident to parents and help to prepare the 
child for the work of the primary school. A discerning young 
father remarked that his kindergarten-age daughter had “blos- 
somed in language,” and that it was “beautiful to watch.” 

The kindergarten introduces the child to many forms of 
language experience which will be carried forward to higher 
levels of independence in the elementary school. He learns to 
speak freely and to listen when others speak. He learns to 

ly expressed. His interest in books 


contribute clear ideas, clear | : | 
and stories is fed and extended in preparation for learning to 
He learns to dictate stories, 


read for himself at a later time. 
poems, songs records, notes, and letters for someone else to 


write down and, in so doing, forms some fundamental concepts 
› 


and attitudes regarding the use of written language. He learns 
to seek information through questions, observation, experimen- 
tation, and other means in order to satisfy his desire for knowl- 


edge. And he learns to use language with people. 


CARING FOR INDIVIDUAL DIFFERENCES 


Not all children develop at the same rate or in the same way. 
The teacher of young children studies each one and plans the 
guidance of each in relation to his needs. The inarticulate child 
is helped in many ways to gain confidence and satisfaction in 
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the use of language. The aggressive child is taught to give 
attention to the needs and interests of others. The child with 
a serious defect is referred to specialists for diagnosis and treat- 
ment. Guidance is provided through the use of materials, 
through grouping according to need, through firsthand experi- 
ences, and through the use of language. The language program 
of the nursery school and kindergarten is designed throughout 
to develop language power and the solid background of experi- 
ence with things, people, information, and ideas which are nec- 
essary in order to use language in wholesome living. 
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Learning to Listen 


The four ways in which language func- 
tions in school and in life are in listening, speaking, writing, 
and reading. Listening is the first to operate in the life of a 
normal individual and the one he uses more than any other. 
Yet emphasis on helping children learn to listen is a compara- 
tively recent emphasis. It stems from two facts — neither of 
them new. One is the realization that hearing and listening are 
not the same thing and that listening must be learned, and the 
other is the fact that interest in radio, talking pictures, and 
television is causing children to spend more time in listening 
than ever before. 

There are few research studies on listening as compared with 
other areas of the language arts. An early study was that of 
Rankin, who found in 1928 that of all the time people spent 
daily in communication, approximately 42 per cent was spent 
in listening, 32 per cent in speaking, and the remaining 25 per 
cent in reading and writing combined (5). The proportion of 
listening has probably increased in the intervening years. Wilt's 
study of teachers’ estimates of the amount of time children 
spend in listening and the actual time clocked through class- 
room observation, brought forth some interesting data (8). She 
found that children spent an average of more than two and a 
half hours in listening during a five hour school day. This was 
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more than twice the amount of time teachers had estimated and 
bore out the fact that Corey had found earlier, that teachers 
outtalk the pupils by a considerable margin (2). 

Parents and teachers have always exhorted children to “lis- 
ten” and to “pay attention” to what is said to them but rarely 
have they given children any real help in doing so. Sometimes 
adults are content with children’s response but frequently they 
are dissatisfied with it. Only fairly recently has there been any 
systematic effort to study listening to discover how children 
learn to listen and what help they need in order to make their 
listening skills effective. | 

Listening corresponds to reading in what it demands of an 
individual though it utilizes oral symbols and sounds while 
reading utilizes marks on a surface. Listening and reading are 
both mental processes calling for thought and reaction. As one 
listens, he recognizes sounds that are familiar, puts into them 
meaning from his own experience, reacts to or interprets them, 
and integrates them into perspective within his own knowledge 
and experience. Listening and reading differ in some important 
respects. As one listens to a person who is speaking, the reaction 
and interpretation he gives to words are colored by the re 
the facial expression, voice; and bodily gestures of the speaker. 
Written words tend to be more impersonal unless one knows 
the writer well enough to read his attitude into his written 
words, When the words are impersonal, the reader builds his 
reaction almost entirely from the words themselves. If one’s 
attention wanders in reading, he can 50 back and pick up the 
dropped threads. In listening, a portion of what was pd 
is lost. In reading, one can stop to ponder on dae ПЕН 1 
In listening, one must stay with the task and a > the soun | 
meaning at the rate at which it comes. One has no contro! 


Over it. "ee M 

Listening to words and sounds through radio ROSE the 
listener to put meaning into sound without any ate: impres- 
sion other than hearing. Interest in radio, consequent у, comes 
later than interest in television where the child has visual help 
in putting meaning into sounds and И Шоп, A child 
growing up in a home in which the radio pours forth sound all 
day, must first of all learn to cut the sound out of his conscious- 
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ness or he could develop no inner life of his own. Later, the 
school calls upon him, on occasion, to listen to and learn from 
such disembodied sound. On the same point Bell says of 
English children: 


The child begins to listen with a desire to understand what is 
being said. Every teacher has experienced that strange blank im- 
penetrable cloud of unawareness which veils the minds of very 
young children. From time to time they will emerge and make 
direct contact with our minds. But, except during those rare mo- 
ments, it seems often useless for us to speak, for having ears they 
hear not. I am not sure but that this is more noticeably the case 
now than it was twenty years ago. And I am tempted to attribute 
this voluntary deafness to the fact that almost from birth, many 
children now have lived all their waking hours against a back- 
ground of noises from the wireless set (1, р. 66). 


Television has caught the interest of even young children as 
radio never could, because the pictures and action help to 
invest the sound with meaning and furnish the child with mate- 
rial for the building of his own mental pictures. 


KINDS AND STAGES OF LISTENING 


Listening and speaking go hand in hand; it is almost impos- 
sible to deal with one without the other. Listening is intake 
which is concerned with expansion of the self while speaking 
is the outgoing, expression aspect. 

Children come to school varying greatly in their ability to 
listen. The skill they have attained is the product of their envi- 
ronment and their experience, influenced, of course, by auditory 
acuity and mental capacity. Interest plays a large and signifi- 
cant part in learning and in achievement. If a child’s environ- 
ment has awakened interests and his curiosity has been fed, he 
can enter into new interests and expand old ones with zest and 
energy. If he has had opportunity to develop few interests or 
has found little help in satisfying his curiosities, his mind may 
not reach out for new listening and learning experiences. The 
maturity of a child’s listening is dependent in part on the way 
he has been listened to. Milner’s study showed higher language 
attainment in school on the part of children who had experi- 
enced give and take in home conversation (3). If they had 
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had opportunity to talk and had been listened to their achieve- 
ment was at a higher level than that of children who had had 
little or no opportunity to talk and be listened to by significant 
adults in their environment. 

One finds in children’s responses а number of kinds, levels, 
or types of listening. The list progresses from less mature to 
more mature levels and includes: 


d then only when interest is closely 


Little conscious listening an 
d by people and things in 


related to the self: easily distracte 
the environment. si 
Half listening: holding fast to own ideas and waiting to insert 


them at the first opportunity. р ; 
Listening passively: apparent absorption but little or no reaction. 


Off again — on again listening: mentally entering into what is said 
if and when it is closely related to own experience. 
t from own experience as result of 


Listening: responding with items 
associations brought to mind. А 

Listening: some reactions through questions ог comments. 

Listening: some genuine emotional and mental participation. 


Listening: a meeting of minds (6, pp. 4% 49). 

All of these types of listening аге found among adults as well 
as among children. Probably every individual responds at times 
їп each of these ways, depending on his interest, his knowledge 
9f the subject, his attitude toward the topic or the person speak- 
ing, and his physical and emotional condition at the moment. 
Really entering into the thought of others with self-forgetful- 
ness is a mature response. Few young children are capable of 
it and then only for brief periods when the material being dealt 
with touches their own lives intimately. An experienced teacher 
can tell by watching children’s faces how deep their listening 
15 going and when and where they get off the track. At the 
beginning of the year many six-year-olds only half listen to the 
Contributions of others. They сап bring to the listening little 
from their own experience; they are distracted by the un- 


ili x son: - a in the « 
familiar elements in the situation; 9" they are in h habit of 
y whenever they wish to say it and 


Saying what they wish to sa) у а Е 
are struggling to hold on to the ideas they wish to express until 
they find an opportunity to pour them forth. Often one can 
tell by watching their eyes and faces, what kind ania. quality 
of listening is taking place. With understanding guidance, 
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most children expand their listening powers as the year wears 
on. They take pride in their growing power to discipline their 
listening and talking to bring about a meeting of minds in group 
planning, discussion, and other situations which call for group 
interaction. 

Listening has been classified also as passive or marginal, 
appreciative, attentive, and analytical listening (4, p. 81). 
Marginal listening is the kind a housewife does as she makes 
the beds or sets the table with the sound of the radio in the 
background of her consciousness. Many of today’s high school 
and college students insist that they can study as well or better 
with the radio on. They appear to have it “turned low” as far 
as consciousness is concerned, yet to be sufficiently aware of 
it to stop to listen attentively when something of special interest 
is said. Children learn very early to tune out what they do not 
care to listen to, yet are quickly aware of a voice calling them 
back to attention. Listening to a concert, a play, or a story 
may be appreciative listening — often with an element of the 
creative in it as the mind builds its own mental pictures and 
moods. Teachers and parents strive for attentive listening when 
they are giving directions and instructions to children. Atten- 
tive listening is also called for in making plans, in discussing 
problems, and in evaluating in all of its forms. Analytical 
listening is the kind one hopes may operate in listening to 
political campaign speeches or any others designed to sway the 
opinions and influence the behavior of the listeners. Recogni- 
tion and analysis of propaganda calls for this kind of listening. 

All of these forms of listening are found in any classroom. 
Marginal listening undoubtedly takes place when children are 
asked to work independently while the teacher works with a 
small group. Yet they must be alert to the time when the teacher 
again turns her attention back to the whole class or shifts her 
attention to other individuals or groups. Appreciative listening 
is the purpose for which the teacher reads or tells stories ог 
poetry to the class or plays recordings of music or literature. 
Attentive listening is called for at many points throughout every 
school day, Analytical listening may function less frequently 


in the elementary school though it is evident in all problem- 
solving situations. ў 
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“LISTENABILITY” 

A good deal of study has gone into the matter of what makes 
printed material easily readable. Clear print, good space or 
leading between lines, good margins, sentences and paragraphs 
not too densely packed with concepts, and the like, are all aids 
to readability. There are parallel points which are important to 
listening. Speech sounds uttered in a pleasant voice, loud 
enough to be easily heard, flowing rhythmically and not too 
rapidly, can be listened to without strain. The pronunciations 
and the pattern of the sentences must be conventional enough 
to require no extra effort to understand them. As in material 
for reading, material for children’s listening cannot be too 
closely packed with concepts. Ideas need to be spread out and 
Spaced, not compressed, so that children have time to catch 
and absorb each one. Unfamiliar words must be woven into 
context which gives clues to their meaning. | 

Readiness for listening is fully as important as readiness for 
reading. At all age levels, physical conditions conducive to good 
istening need to be provided. A relaxed, quiet atmosphere, 
à comfortable physical setting, and a minimum of distractions, 
€ all aids to listening. Preparation for listening — an introduc- 
tion which catches children's interest or provides them with a 
Purpose for listening — paves the way for thoughtful, concen- 
trated listening. There must be opportunity, too, for reaction 
and at times for doing something about oF with the material 


acquired thr isteni hildren are not empty cups to be 
quired through listening. Chi e за ари Bell has indi- 


Пед. үу i ins throu 
Cated, orale к is within the child desire for 
understanding of what is said ( 1). He must mentally reach out 
Ог it and garner it himself if it is to become a part of him. 
PRESCHOOL EXPERIENCES IN LISTENING 
Preschool listening experiences of young children differ 
Breatly in detail but have much in common no matter what the 
type of home from which the child comes. Every child has 
earned his language through listening. If he lacks ability to 
distinguish sounds clearly there тау be defects їп articulation 
"t for the most part his speech mirrors that of his environment. 
As a young child, he has grow? quite easily into the habit of 
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listening when speech is addressed to him directly. | Не Ex 
listened, also, to interchange of talk in the family group. " 
this he has probably given attention if it seemed to eri 
him and was within his understanding, otherwise he has - i 
pass him by. Unless he has gone to nursery school or Sun xd 
School he has had little or no experience with listening as ps 

of a larger group. What experience he has had with аа о 
stories told or read usually has been in situations in which the 
stories were addressed to him. | | 

The preschool child has learned to respond to his pis e 
verbal guidance. He knows what is expected of him. сє е 
probably learned to distinguish between suggestions which на 
is free to utilize ог not, as he chooses, and commands or direc 
tions which call for obedience. He has learned under what 
circumstances he can safely turn a deaf ear to what is said x 
him and what are the danger signals in tone of voice, wor i 
and attitude which call for attention and conformity to adult 
wishes. 

The young child's talk with his playmates is often not of the 
level he uses in talk with adults. Words combined with action 
and fragments of Sentences have often sufficed to carry his 
meaning to his contemporaries. Action on the part of the other 
child has frequently been satisfactory without verbal response. 

The child before school age has formed many sound associa- 
tions — the kitten scratching at the door, the dog barking, his 
father's car coming into the driveway, the buzzing of flies, the 
Sound of the wind — these and many other sounds have taken 
on meaning. Children bring to school varied backgrounds of 


listening experience but all who can hear have well-established 
listening habits of one sort or another. 


LISTENING PROBLEMS OF THE PRIMARY SCHOOL CHILD 


Some beginners find it ver 
habits needed in first grade. 


Learning to Listen 123 


remember. First grade teachers, especially, need to be infinitely 
patient in helping children adjust to the group methods and the 
more impersonal contacts and guidance of the primary school 
years. ` 

One of the difficult tasks for some children in the primary 
grades is to learn when to give full attention and when to give 
ntion to what the teacher is saying. 
When she is speaking to the entire class or to a group of which 
the child is a member, he must give full attention. When she is 
working with a group which does not include him, he must 
learn to cut out what she is saying or give only marginal atten- 
tion to it so that he can concentrate on what he is doing. It 
takes time for young children to learn what is called for in each 
situation and also to learn to make the transitions from one kind 


of listening to another. 
The period during which a young child can listen attentively 
s as he gains experience 


is short at first but gradually lengthen 


and becomes secure in the classroom. It is better for the teacher 
d accept it as it is than 


to study the children’s listening span ап 
to struggle to hold them to a longer period of listening than 
they are ready for. Listening can scarcely be forced. If the 
teacher is unduly persistent and strenuous in her determination 
to hold children to attentive listening beyond what they can 
give comfortably, the tension created may, in itself, stand in 


the way of good listening: 

The length of time а young child can listen depends more 
than anything else on his interest in the subject of the moment. 
The length of time he can give attention to planning a party 
for his mother or a trip to a point of interest is probably longer 
than he can devote to planning for a reading lesson. The atten- 
tive listening he can bring to 2 story that catches his interest 
differs from the listening he сап do to directions for filling 
blanks in his workbook, if that is the task in hand. He may be 


able to listen for a longer period to what the teacher is saying 
posite may be true if the 


than to another child, though the op р н 
other child is relating an experience which touches intimately 


the child’s own experience. А 
fit from an occasional discussion 


Primary grade children pro 
of listening and the setting of definite purposes for listening. 


only marginal or no atte 
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This is especially true of sharing, planning, and discussion situa- 
tions. The importance of listening in order to fit one’s own 
contribution into the total, or in order to weigh alternatives and 


arrive at a decision, can be increasingly understood and acted 


upon by younger children. 
Children need help to understand what other children will 


listen to. The boy who said, in answer to his mother’s sugges- 
tions regarding the sharing of his travel experiences with his 
class, “Oh, that’s the kind of stuff grownups always want kids 
to tell but kids aren’t interested in it,” was aware of what would 
be listened to with interest and what would not. 


HELPING CHILDREN GROW 

Conversation is a two 
listening as talking. Opp 
school in the morning, d 
during the course of certain 


IN ABILITY TO LISTEN 
-way process which calls for as much 


ortunities for free conversation before 
uring the lunch period, or at times 
kinds of work, accustoms children 


to the give and take of real conversation. They can learn very 
quickly that only one person can talk at a time if others are to 
listen, that the speaker must have something relevant to say, 
that he must say it clearly, and that no one speaker can monopo- 
lize the talking time if real conversation is to take place. 
Periods for sharing are especially important to primary grade 
children. Beginners are still learning to adjust to school living; 
bringing things from home to show and telling about home and 
family experiences helps to pull together the two major seg- 
ments of their world. A child’s own contribution 15 frequently 
of far greater importance to him than anyone else's contribu- 
tion. He enjoys having others listen to him with interest and 
attention but is often far less interested in listening to the 
contributions of others. Sometimes he can listen. attentively for 
a time. Then a remark by someone else gears in with experi- 


ences of his own and he relives his experience, rather than that 
for a turn to talk is not always easy. 


of the other child. Waiting ТО! : listen 

Talking himself, for only a þrief minute, then istening to others 
talk for a much longer period, collectively, is also difficult. 
Patience and understanding are needed to help him make the 


necessary adjustments. r 
Even third grade children sometimes need help at some of 
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the same points. Contributions tend to be longer now, a е 
child’s own turn may come less frequently. Also, more of th 
contributions may be further from the child’s own = 
experience because horizons widen considerably by the age o 
ight. 
в in which children share the books they have read E 
report on their findings in social studies and science may a 
for more real effort to listen because the material is third-han 
now, and even farther removed from the listener than someone 
else's first-hand experience. Also listening in these areas some- 
times calls for critical analysis and this presents new listening 
problems for most children. They need a great deal of help to 
learn how to evaluate and also how to express their evaluations 
courteously and sympathetically. They are confronted at bes 
with evidence which they react to negatively and must d s 
give it a hearing and weigh it fairly, presenting reasons for the 
unfavorable reactions. | 
In the primary grades, definite time is set aside almost ~ 
for appreciative listening. Story period is looked forward to | 
most children. They can listen attentively and appreciatively 
for several minutes if the teacher reads well and if the stories 
and poetry she reads are well selected. Ability is growing to 
listen to music and to appreciate it if the selections are not too 
long and if they have rhythmic and tonal patterns that are 
simple enough for them to enjoy. 


The school’s use of audio-visual materials affords children 


guided experience with some of the kinds of listening they do 
at home. In listening to radio or viewing television children 
take the programs as they come, Rarely is there any preparation 
for the material of the program. Teachers have found, however, 
that children gain a great deal more from their listening and 


viewing if the teacher has previewed the material and can 
introduce them to the ide 


know what to listen ог 
material that is comin 


just going into it “cold.” 
ials at school, it is possible 
as been discussed, to clarify 
to catch elements that have been missed, 


Also, in the use of audio-visual mater 


to repeat the experience after it h 
points that are hazy, 
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and to sharpen and deepen impressions. Such experience and 
guidance may add value to home listening and viewing through 
helping children to make them a thinking process. 


IMPROVING LISTENING AT THE INTERMEDIATE GRADE LEVEL 


All of the kinds of listening that have been discussed appear 
also at the intermediate level. Some children have developed 
bits which they use most of the time 
though they regress to less mature levels on occasion. Other 
children are little more advanced in their listening habits than 
they were in the early grades. Intermediate grade children are 

wn listening habits, to set definite 


better able to analyze their o 
goals for self-improvement, and to work toward them than are 


younger children. 

The work of the inter: 
cal listening than does the wor 
can begin to compare sources а 
reliability. With guidance, they 
of speakers, become aware of biases, and learn to look at all 
sides of controversial issues which are within their understand- 
ing. They can learn to withhold judgment until the facts are in 
and learn to let reason and knowledge guide their judgment 
rather than emotion or personal interest. All of this develop- 
ment will take place slowly. Children will do well at some 
points and be proud of their gains but slip back to less mature 
levels at other times. Interest in improving their listening 
habits and their attitudes toward what they hear is highly im- 
portant. The more practice they have under guidance the more 
surely will good habits take root. 


fairly mature listening ha 


mediate grades calls for more of analyti- 
k of the earlier grades. Children 
nd to check what they hear for 
can look into the qualifications 


TELEVISION AND CHILDREN 
Television is so much a part of the lives of vast numbers of 


children that it must enter into any discussion of the language 
arts. Perhaps it fits into the area of listening as well as into 
any other part of the total discussion. = | 

Witty has made annual reports of his studies of children's 
use of television since 1950. His sixth report summarizes and 
compares the findings of the six-year period (9, p. 70). 
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Average Hours Spent Weekly with Television 


1950 1951 1952 1953 1954 1955 
Elementary 20 19 22.5 23 21:5 23.7 


High School 14 14 17 14.0 14.3 
Parents 24 20 21 19 16.3 21.2 
Teachers 9 11 12 115 125 


His figures on ownership of television sets аге interesting. 
A far larger per cent of pupils than teachers have had access 
to television in their homes from the beginning. Teachers have 


been slow to purchase sets and to become interested in follow- 
ing programs. 


Ownership of TV Sets 


PUPILS TEACHERS 
1950 43% 25% 
1951 68 48 
1952 88 62 
1953 92 83 
1954 96 86 
1955 97 


In 1954, the National A 
vision announced that 
crime and violence ha 


ssociation for Better Radio and Tele- 
programs for children which portrayed 
d increased 400 per cent during the pre- 
ceding three years. In a 60 hour study there were 26 hours of 
objectionable programing. The report for 1955 showed some 
improvement but far more is needed. 

All of this means that teachers could well follow on television 
some of the better programs that are suitable for children, dis- 
cuss the programs with them, and find ways to encourage chil- 
dren to turn on the better programs at home and use or 
recognize the results of their viewing at school. A teacher in 
St. Paul reported preparatory work on the part of her sixth 
grade for each week's program of You Were There. The chil- 
dren took note each week of the topic announced for the next 
week's program. They read and discussed background material 
at school, then viewed the program at home. They came to 
school the next day discussing how reliably the program had 
presented the historical facts as they had read them, where 
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liberties were taken for dramatic effects, what elements were 
clear and trustworthy and where misinterpretation might result. 
Surely such experience would make children more discriminat- 


ing listeners and viewers of other programs as well. 
More and more of leisure time is being spent, by children 


and adults alike, in recreation that is comparatively effortless 


absorption. For wholesome development, children need to be 
helped to set standards for their recreational experience and 
to learn to interpret and to evaluate what they hear and see. 
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Speaking and Listening 
in the Primary School 


Each child brings to the primary с 
wn previous experience — the language 6. 
h his home, neighborhood, and preschoo 
de differences in language as in everything 
e range of differences in academic learning 
within a group of children grows wider as they progress through 
the school years, but at no time are children more different as 
individual persons than they are at their entrance into the 
primary school. This is especially true if the children have not 
had kindergarten or other organized preschool experience. 
Months of living together during the hours of the school day 
give children a fund of common experiences and the common 
language built about those experiences. Children learn from 
each other as well as from the teacher so that even linguisti- 
cally handicapped children approach closer to the level of the 
group as the result of the shared experiences of the nursery 
school and kindergarten. Whether children have had such ex- 
periences or not, the primary school must begin with each child 
exactly where he is. 

One of the avowed purposes of the primary school is to 
improve the language skills and usage of children. The primary 


school has always accepted this responsibility though the meth- 


the language of his о 
has acquired throug 
living. There are wi 
else at this age. Th 
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ods applied to attain its ends have changed greatly with the 
years. 

During one period of school history teachers considered their 
first task in the primary school to be that of subduing and 
silencing little children. They fastened them, almost literally, 
into seats screwed to the floor in formal rows and taught them 
to listen while the teacher talked. Children who had been un- 
ceasingly active in their preschool living were now taught to 
be inactive little puppets, moving only when activated by the 
teachers commands. Children who had learned'all that they 
knew through talking, asking questions, and firsthand experi- 
ences were required to lay aside these well-developed learning 
techniques and learn almost solely through obedience to com- 
mands. They were given "language lessons" instead of language 
experience and taught the mechanics of reading by teachers 
who in many instances knew nothing of the level of language 
power each child had attained and the background he brought 


to the black symbols on the page. 
2 lopment in the modern school 


The first goal in language deve 
is to is the ail so Пи На talks easily and confidently. Until 
a child will talk freely the teacher has little opportunity to 
learn the level of language development he has attained and 
what help he needs. It is impossible to improve the language 
of a child until there is some language to improve. 


FREEING THE CHILD TO TALK ый 
The first efforts of the teacher in the primary schoo! are 


planned to help each child feel comfortable, relaxed, and at 
home in his new school environment. Anxiety and insecurity 
are not conducive to good adjustment or ке learning. h 
order to give them a comfortable sense of at- homeness, the 
teacher helps the children explore their school ue ae to 
see how it operates and to meet the people wit E ау 
will be associated. Even children who have ae er- 
garten profit by such orientation. In the ~ не i the ahil ren 
share freely their own home and neighborhoo wj reip 
They bring toys and other treasures from home T how з 
talk about. They work and play with many types о materia 5 
and express their ideas freely through the use of crayons, paints, 
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clay, construction materials, and toys. They sing, talk, drama- 
tize, play games, and listen to stories. 

During this period of orientation and adjustment the teacher 
differentiates her guidance to fit the needs of each child. The 
confident, aggressive child is helped to see his need for taking 
turns in talking and for listening and reacting constructively to 
what other children are saying. The timid, insecure child is 
drawn into interests in which he can lose himself and is guided 
into informal work and play situations with other children. 

An informal room arrangement and movable furniture are 
assets to a good, language program. Furniture can be pushed 
into cluster groupings for various purposes so that those chil- 
dren who wish to carry on similar activities can be placed 
together. A group can work with clay in one section of the 
room while other groups look at picture books, play in the play- 
house, build a hutch for the pet rabbit, arrange nature mate- 
rials they have brought in, put together picture puzzles, ET 
carry on individual activities as they wish. Many children ји 
talk freely with a small group before they are ready to face the 
entire class and make a contribution, Е 

It would be impossible to overemphasize the value of in- 
formal room arrangement and organization to a good program 
of language growth, especially in the primary school. No de- 
velopment in American education has been more detrimental 
to good language growth than the traditional pattern of 
screwed-down seats arranged in rows so that each child lived 
and worked in a little island of isolation as completely cut off 
from the fellowship of his group as it was possible to make him. 
Children, as well as most adults, talk better in informal, face- 
to-face contacts than they do in highly formalized, impersonal 
situations. There is nothing inspirational about talking to the 
backs of heads and nothing more terrifying to many children 
than to be required to stand before an impersonal mass of 
faces, dotted at even intervals throughout the length and 
breadth of a large room. Even children who speak freely and 
well in out-of-school situations find adjustment difficult in the 
formalized atmosphere of such a classroom. 

The purpose of the three pictures on pages 188 and 134 is to 
call attention to the effect of тоот arrangement and organiza- 
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A workshop atmosphere and face- 
to-face relationships stimulate Јап- 
guage growth. 


The child who “recites” in a formal classroom 
turns her back on some children and talks 
to the teacher over the tops of many heads. 
Models by Paul W. Seagers, School of Edu- 
cation, Indiana University 
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tion on opportunities for growth in the use of language. The 
first picture shows a classroom for a first grade set up with areas 
for art, science, library reading, music, discussion, and the 


important work designed to develop essentials skills and 


understanding. 
The formal classroom calls attention to the unnatural arrange- 
ment for oral work. A child speaking from his seat speaks to 
the teacher over the backs of many heads while he turns his 
back on the children behind him. A child who speaks from 
the front of the room faces a situation that children of primary 
school age almost never encounter in out-of-school life. 
It takes a great deal of experience with language to develop 
it to the point where it is a ready and effective tool for all kinds 
о keep children silent for the 


of use. Schools no longer strive t 
major part of the day and then work intensively on language 


improvement during a single "language period." Language is 
both an end and means to an end in almost all of the work of 
the day. The good teacher teaches language from the time the 
first child comes to school in the morning until the last one goes 
home at the end of the day. The entire curriculum is a language 
curriculum. Language is thought of as a means of рые 
as an avenue of enrichment and learning, and as a means o 
expression. It is not a subject, in the sense in вина 
have been thought of in the past, but is an essential part о 


individual and group living: 


LISTENING, SPEAKING, READING, ANP —€—— hich the school i 

There are four aspects of language hes же per = > м 
concerned; listening and speaking; E ms ЕТ lan cud the 
tening and reading sre the intake PE adde to fis stock of 
means by which one enriches himself and adds 


Рта Ў е. Speaking and writing are the out- 
Se nl tl 
; is thinking to О i у ; 

Roms are of first tippen A the о, 
school; they аге the aspects of n ues ct d: Eh hild 
The ten symbol form of language 15 ep 2 ~~ 

has gained proficiency in the use of the or! hes ш did. 
of the development of the race and it is true a я 
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The school does not wait to perfect a child’s language before 
teaching him to read and write but it does seek to build facility 
in the use of oral language to the point where it forms a working 
foundation for the learning of written symbols. 

Teaching a child to observe accurately is important also. 
Children as well as adults look without seeing and see without 
comprehending until they develop the background of knowl- 
edge and experience which is essential to accurate observation 
and true comprehension of what is seen. This precedes and ac- 
companies the development of both oral and written language. 


, 
THE GOAL OF EASY USE OF LANGUAGE 


The first requisite to easy, useful language is an atmosphere 
in which language can flourish. Talking must be legalized — 
the atmosphere must be one which not only permits talking 
but actively stimulates and encourages it. 

The second requisite for easy use of language 15 а йар 
wholesome relationship between the teacher and children gan 
among the children themselves. Wholesome human relation- 
ships result in communication which is wholesome and stimu- 
lating. Whether the wholesome flow of communication. brings 
about good relationships or whether the high quality of human 
relationship brings about good communication does not matter. 
The important point is that one is essential to the other. The 
emphasis on sociometric studies is calling attention to the pres- 
ence and the problems of the isolates and misfits in school 
groups — those who are ignored or excluded from participation 
in the give and take of classroom living. Many times the evi- 
dence points to the fact that the isolate has become lost be- 
cause of his inability to communicate with other children 
because he has a speech defect, comes from a foreign back- 
ground, or uses speech in a manner different from that of other 
children. A child may be excluded by the children because he 
is “bossy” and overaggressive in his use of language, because 


he is inept in making contacts with people, or because he can- 
not fit into a group as a co-operative, participating member. 
Improving the relationshi 


ps within a group improves inter- 
action and communication. 
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SHOWING INTERACTION 


First Choices of Twenty 
Second Grade Children for 
a Companion for a Trip to 
the Farm 


SANDY 


DICK 


Michael and De are the children most 
othe: 


GENE JERRY 


neig 


need, as do the twins, to en 
toup and Sandy has been absent for a 


other but both list Michael as their 


friendshi 


time. Ralph and Dick enjoy еа 
first choice. 


ble to all the children even 


sought after by 
friendly, outgoing саге. Gene and Jerry 
are twins who see 

the children have come to accept their inter- 
est in each other and rarely choose one with- 
out the other. Jack and Donald are next door 
hbors who play together constantly and 


Harold is new to the g 


rs because they are 


each other's company and 


large their circle of 


Па whom others tend to avoid. 


оусе is à dominating ch 
background and Sonya from a 


rom a foreign language 
th tend to move from group to group and 


though they receive no first 
where guidance is most necessary. 
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‘Helping a rejected child to make himself ка ied 
group and helping the group to take him in is definitely А 
language problem. James had come to the first grade in Noven 
ber as a transfer from another school. He was quiet and un- 
obtrusive for a time, then began to be complained of by the 
children because he damaged their clay work, tore their draw- 
ings, and took the ball on the playground and ran off with ie 
The underlying problem was revealed when the parents = 
called in for consultation. The father’s occupation had caused 
the family to move many times and James had attended - 
kindergartens and started first grade in another school. = 
children of the present first grade had attended school together 
for more than a year and formed a well-knit homogeneous group 
which did not open up and take in the newcomer. James ha | 
reached the point of concluding that even unfavorable + 
tion for his behavior was better than no attention at all. The 
father and mother had transferred their church agement Pe 
joined some local clubs, and were finding a place in the purs 
life of the new community. Six-year-old James had no = : 
niques for similar accomplishment in his school group. Wher 
his mother invited children to come home after school to play 
with James and the teacher helped him to find a place in the 


activities of his group, the behavior proble 
James became a happy, 


The third requisite for 


ms disappeared and 
contributing member of the class. Р 
easy use of language is the presence к 
many dynamic ongoing interests. These interests will be о 
assorted types. Some will be interests in which the entire class 
participates, others will be interests carried on by small groups, 
and there will be many individual interests. 

Language development comes through the use of language. 
The child has spent five or more preschool years in building a 
language background of words and meanings before he is ready 
to learn to recognize those words and meanings when they 
appear in the form of little black symbols on a printed page. 
Research has shown that all efforts to teach a child to recognize 
and read the symbol forms of words before he is ready to do so 
are dangerous to future attitudes and learning; actually they 
are futile as far as accomplishment is concerned unless the child 
understands and uses the words in his oral language. The pre- 
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school years have built a working vocabulary whi | 
basis tà effort to read and write dut vocabulary of а ын э 
and meanings in the primary school. It is the task of the primary 
school to keep the vocabulary of words and meanings pushing 
ading vocabulary throughout the primary 


on ahead of the re 
years in order to give the child an increasingly broad working 
ars which follow in the inter- 


vocabulary to utilize during the ye 
mediate school. Traditional schools have often put the child on 
a language learning plateau in the primary grades and cut him 
off from all opportunities to build vocabulary and language 
power. They have centered his entire attention upon learning 
to recognize the printed symbol form of known words, but have 
given him little or no opportunity to engage in experiences 
which would expand his vocabulary of words and meanings 
in preparation for the advanced work of the later grades. They 
have turned off the fountain at its source. 

Language must be used i£ it is to expand and grow in power. 
Many opportunities for growth in language power can be made 


available in any classroom. 


LANGUAGE AT WORK 
es in the daily life of a 


Oral language serves many purpos 
group of children in the primary school. They use language in 
and probably others as well: 


at least the following Ways 


Talking Reporting 
Conversing Explaining 
Sharing ла ne problems 
е hv 1 
Planning Expressing creative thinking 


Discussing 
ce as the children come into the room in the 
k about the room getting ready for the 


‚ on their individual and group interests. 
sional remarks or assertions about 


tions, reminders, comments, or 


Talking takes pla 
morning, as they wor 
day, and as they cart) 
It may be a matter of occa 


what is being done, ог sugges А › 
отнесе: Ёа the individual or others about him are doing. 


It is spontaneous, unorganized, and completely random. It 


helps the teacher understand children's interests and needs. 


i n carry on iviti 
Conversing may take place as childre у activities 
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around a worktable or drink their fruit juice or ou @ ena 
morning lunch. It may deal with the activity at han : 2 
some other topic of mutual interest. It involves ye i 
and listening to the contributions of others ee Б, : 
them. It differs from just random talking in that it invo yn 
meeting of minds, a thinking and talking together on a su j E 
that is, at least for the moment, of mutual interest. oa 
tion is more apt to occur between two children or in jim 
group than in a large group. It involves real interaction RS 
tossing of the ball back and forth, and contributions from 
thinking of the participants. EP 
The Boios Lai | looked upon with happy a rm 
in the primary grades. Young children enjoy bringing nm Eh 
from home — treasures that interest them especially, or ta a x 
their out-of-school experience to share with the group. ert 
showing of what he has brought may be all that a timid ars 
can manage at first. Later he will respond to the bue d. 
questions with monosyllables or phrases. Still later, he wi de 
the teacher about it, then repeat what he has said to the ge 
if he is asked to do so. Finally the time will come when he car 
face the group and make his contribution without help. Shar- 
ing items of home experience with the school group helps to 


bridge the gap between home and school as well as add to the 
richness of school experience. 


almost daily in the life of the classroom. 
ning period for the entire class as soon 
gathered in the morning. The teacher 


and the children work through with her 
any plans that are needed for the work of the day or for any 
part of the day that differs from their usual 
Points may be formulated 
for later reference. All chil 


tends to be the leader 


plan of operation. 
and recorded on the chalk board 


dren are encouraged to participate 
and to feel a sense of responsibility for the ongoing activity 


of the group. Planning may occur at various points during the 
day. It may involve two children, a small group, or the entire 
class, depending on the situation. Planning calls upon children 
to keep their attention centered on the problem under discus- 
sion, to approach it in a practical and realistic manner, to eval- 
uate the suggestions that are made, and to select the one or 
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ones most suitable for the purpose. It calls for disciplining one’s 
listening and talking to serve a social end. Learning to plan | 
and to follow through with plans is an important part of the 
child's education. 

Discussing may enter in at a number of points. Several plans 
may be presented for the carrying out of an interest and the 
children discuss the merits and problems of each in their effort 
to select the most feasible and valuable plan. Perhaps the chil- 
dren have listened to or read a story; they discuss what occurred 
in it and their reactions to it. Or they have taken a trip to 
visit the fire station, the post office, or a farm and they discuss 
the points they found most interesting, the information they 
have gathered, or the possible ways of following up and utiliz- 
ing what they have learned in carrying on projects they have 
planned for the classroom. 

Reporting is called for in the working out of all types of 
projects. Reports of plans may be the first step and progress 
reports will follow any work period. Children may find infor- 
mation to answer questions and report their findings to the 
group. News reports are of interest whether the news is drawn 
from the television, radio, printed material, or firsthand experi- 
ence. Stories and books may afford material for simple reports 
from time to time. Children who are beginning to read inde- 
pendently often find great pleasure in advertising a book 
through a brief report so that the interest of other children is 
stimulated and they are led to read the book. Reporting achieve- 
ment to parents is always of interest and children enjoy prepar- 
ing a summary report of the work they have completed to 
preserit in oral or dramatic form for another grade. 

Explaining a project and the method by which it was 
achieved becomes necessary from time to time. Explaining a 
process or giving directions for the playing of a game calls for 
sequential thinking and attention to audience reaction. It re- 


quires clear thinking, careful attention to detail, and well- 
ordered presentation to make an explanation meaningful to 
the listener. Children like to explain the pictures they have 
crayoned or painted as they show them to the group. The 
explanations of young children are apt to be mere enumerations 
of points. Older children will bring out cause and effect rela- 
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tionships which explain the reasons behind the facts. The ex- 
planations of young children, like their definitions, tend to be 
stated in terms of function: “The ladder has rungs like this so 


you can climb it.” Later, they will generalize and fit phenomena 


into their respective categories. 
The solving of problems is done democratically in a modern 


classroom if the problems are within the children’s ability. “Ts 
it wise to run about in the classroom when there are so many 
sharp corners on furniture?” “John’s costume does not fit and 
the material has all been used. What can we do about it?” “State 
and town policemen wear different uniforms and seem to do 
different things. How can we find the differences in the work 
of the two?” These are all problems which might arise in any 
primary school classroom. Solving them calls for clear recog- 
nition of the problem, thinking of and searching for solutions, 
working through the methods agreed upon, and evaluating the 
end result. All of this involves language and language used with 
à purpose. Children grow rapidly in ability to recognize a 
problem, define it, and work out a solution for it when they 
have repeated experiences in solving real problems. 
Evaluating is not the final step of a process buta a of ar 
process from beginning to end. Children as well as adults к 
to stop now and then to ask, “Where are we new How much 
have we accomplished? Are we satisfied with it! What do we 
need to do next?” Т hrough guidance in evaluation children 
learn to take note of strengths as well as weaknesses and to 
commend the good points of a piece of work po рчы 
ing upon or criticizing the unfavorable СЕ <a 7 % 
the giving of unfavorable criticism a си dnt a ES 
constructive suggestions for improvement. de dies mier ag 
criticism expressed in a sympathetic and kindly manr | ax asier 
to take and results in more favorable response than 5 са un- 
sympathetic, and destructive criticism. ia Lain in 
evaluating they can begin to sense the effec oF HUS upon 
human emotions and the effect of emotional reactions upon 


human relations. Р r ; 

Expressing their own creative thinking aiam ат to 
people of all ages. Children of primary school age enjoy telling 
stories of their own creation and composing material for the 
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teacher to write. This is an important aspect of language devel- 
opment which will be dealt with more fully in Chapter 12. It 
fits into the reading and writing program as well as into the 
program of oral language. 

Ease in the use of language is the product of a great deal 
of language experience under many types of circumstances and 
in many situations. Ease comes only with confidence and a 
deep sense of adequacy, with the inner conviction that one can 
depend on his use of language to make his meaning clear and 
intelligible to others. Poor speech, inadequate vocabulary, or 
noticeable departures from commonly accepted usage make 
any individual, young or old, feel uncertain of the response his 
efforts will bring forth and consequently make him hesitant and 


in every way insecure. Easy command of language is a goal to 
be sought for each child. 


THE GOAL OF CLEAR, INTELLIGIBLE LANGUAGE 


Jespersen, the noted Danish philologist, lists three stages OF 
levels of language: intelligible language is the minimum level; 
correct langauge is the next and more exacting level; and finally, 
good language which may, at the top of the scale, be both clear 
and beautiful (14). Intelligible language is the first need in 
the primary school so that the child can express himself with 
ease and with confidence that he will be understood. An old 
Japanese primer begins with the statement, “Dear little chil- 
dren, good little children must learn to use elegant language. 
The polishing and refining of language is not considered the 
task of the primary school; that comes later. In the primary 
school intelligible, useful language is the first requirement. 

Clarity of speech and language has a number of aspects. It 
involves accurate articulation of sounds, clear enunciation, pro- 
nunciation which can be understood, usage which fits com- 
monly accepted standards, and choice of words which carry the 
meaning that is intended. 

Articulation of the sounds of the language still presents a 
problem for some children on entrance into the primary school. 
The majority of children are forming most sounds correctly, but 
there are a few in almost any group who substitute sounds or 
manipulate their lips and tongue in such manner that the sound 
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produced for a letter differs from the accepted sound for that 
letter. 

Davis calls attention to the fact that consonant sounds de- 
velop in a rather clear-cut sequence. Unless they are experi- 
encing special difficulty, children are able to articulate these 
sounds in. words at the following ages (the letters represent 
sounds, not names of letters as used in spelling): 


8.5 years: b, p, m, w, апал 

45 years: d, t, n, g, k, ng, and y 

5.5 years: f and v, z and s 

6.5 years: zh, sh, l, th as in then, and th as in thin 


8.0 years: 2,5,7, and wh (6, 15) 

le to form these sounds much earlier 
but these are the latest ages that can 
velopment of facility in the use 
the fact that z and s are 


Many children are ab 
than the ages indicated, 
be considered usual for the de 


of the sounds. Davis calls attention to 
listed twice and explains that distortions occur when children 


lose their deciduous teeth in front, and that a few children 
require help to correct the pattern when they have their perma- 
nent teeth. The development of skill in articulation lags behind 
with some children, but if they are progressing fairly steadily 
along this path they should not be considered defective. 

Deficiencies or inaccuracies in hearing are responsible for 
substitutions and poor articulation in some children. If a child 
learning to talk does not hear correctly the sounds made by 
adults, he forms the sounds as he hears them. Unless he is given 
help he continues to practice the sounds as he first learned 
them until, by the time he enters school, he finds it difficult to 
make corrections in the articulation of them. 

Vowel sounds constitute а problem in some areas of the 
country and with some children. Incorrect articulation of vowel 
sounds results in great difficulty in learning to spell. Children 
in southern Indiana who Say min for men and far for fire have 
great difficulty in spelling vowel sounds correctly even in the 


commonest words. 

A child who is progressing 1 
though he is behind schedule pro 
A child who has *ironed in" cert 
not hear any difference between what he s 


n articulation of sounds even 
bably needs no remedial help. 
ain incorrect forms and does 
ays and the sounds 
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used by others, will need help to understand his problem and 
correct it. More definite help with improving articulation will 
be found in Chapters 8 and 15. . 

Enunciation is a matter of clear-cut handling of beginnings 
and endings and of giving each syllable its full value. Many 
amusing stories are told of children's confusions which grow 
out of the poor enunciation of adults. An English professor 
once remarked that he was a good-sized boy before he knew 
that “neck ’n’ ears” was not all one word. Children often ask 
for help with spelling “how’z it,” “gon-to,” and the designation 
of division in arithmetic as "gozinta" is a classic. | 

The teacher’s own example of clearly enunciated speech is 
perhaps the most potent force for improvement. Children = 
be encouraged to carry on many types of activity that deman 
clear enunciation. The dramatization of a story falls flat if the 
audience cannot understand what the characters are saying. 
Making reports to an audience encourages children to put forth 
effort to be understood. The sharing period, too, demands 
speech that can be understood with ease or the children s 
tening lose interest. Dramatization of radio broadcasts (or 
real ones) motivates effort to enunciate clearly and choric 
verse can also be used for motivation. 

Enunciation is important in learning to spell. People who 
make many and persistent errors in spelling are often found to 
be spelling exactly what they are saying. It is difficult for most 
children to remember the spelling of a word by rote memory 
alone. Even though the word is partially unphonetic it gives 
the child some association to tie to if he is taught to enunciate 
the word very clearly as he learns to spell it. 

Pronunciation tends to be learned from the family at home 
and from other people with whom the child associates. The 
mispronunciations of young children may be due to lack of 
careful attention to a word, to difficult sounds in the word, or 
to attempts to make it match other similar words, as when the 
child uses brang as the past of bring to match rang — ring or 


sang — sing. Often it is learned from the mi 


spronunciation of 
others. 


Again, the teacher's own example is especially important in 
helping children to give attention to pronunciation and to feel 
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a sense of obligation to use the standard form. Developing such 
a sense of obligation is difficult to do if the form the child uses 
is the accustomed form in his environment. If this is the case, 
he may absorb or copy the correct form if it is used often 
enough in sclroolroom activities to help him register a clear 
sound image of it. The factor of unconscious imitation is a 
potent one. If, however, the word is pronounced differently in 
his environment, he tends to change his pronunciation only if 
motivation is sufficiently strong to make him want to substi- 
tute the form he hears at school for that which he hears away 
from school. 

Grammatical usage problems have to be considered in the 
language program of most communities. The primary school 
child mirrors the language usage of his home and community. 
This usage is acceptable to him because the people who use it 
are acceptable to him. He has no standards other than those 
of the culture in which he lives. Usage which deviates from 
that of his culture milieu may sound strange and different to 
him if he has a keen ear for language, but it does not sound 
better or correct; he may even think it queer or amusing, | 

The best antidote to hearing poor language in the home is 
hearing quantities of good language at school pu Мер 
adults, as well as children, tend to copy the speech that is use 
in talking to them. It is difficult not to be influenced T 
speech of a stutterer or а person with a foreign асс t is 
almost impossible for an individual to keep his Southern accent 


unmodified if he lives for a period of time in Minnesota, or to 
1 accent if he lives for a time in 


i iring a Souther 
oe, ка А very real asset to the жшн Зи ин 
is the fondness the child feels for his primary schoo z her, 
if she is the type of person who should teach younger chi pus 
Parents can vouch for the fact that the child can imitate his 
: erisms, and attitudes. This tend- 


teacher's voice, speech, mann жы» | 
ency to emulation places heavy responsibility upon = 
у nal behavior. 


for consistency and quality of perso 
The child's P nr to imitate and absorb the sound patterns 


he hears about him is both asset and liability in a language 
im amena program. The number of hours a child spends 
t from the influence of the school is much larger than the 
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number of hours he spends under the guidance of the school. 
His ears are assailed by the home and community pattern of 
language far more of the time and this sheer overbalance of the 
time element presents serious problems. As a consequence, 
motivation is of the utmost importance. If the child sees value 
in changing his patterns and wants to change them, he will 
succeed, but if he does not care about them they will remain 
unchanged. Stimulation and motivation which results in an 
inner desire and drive to improve is the most important element 
in language improvement. More detailed suggestions for im- 
provement will be found in Chapter 14. . 

Choice of words is an important element in clarity of o 
guage expression. The words one chooses determine the menta 
pictures that are built up in the mind of the listener, the train 
of thoughts that is set in motion, and the emotional reaction 
that is engendered. Many situations arise in classroom living 
which enable children to see that unfortunate choices of words 
result in confusions, misunderstandings, and at times even hurt 
feelings, resentment, and anger. There are many opportunities 
to weigh words and evaluate their service to a recognized pur- 
pose. Perhaps the children are dictating a note to the principal 
asking his help in planning a trip and they decide to change 
the sentence "We want you to help us" to read “We would be 
glad if you could find time to help us" because the first sentence 
sounds too demanding. Or the group is writing a composite 
story and the sentence “The boy went down the street" fails to 
paint a clear mental picture of the boy, his action, and the set- 
ting so they try many words, as "The boy hurried eagerly on 
his way down the street" or “The boy loitered along the street 
looking lazily into the windows" until they have sharpened the 
outlines of the picture they want to paint. 

The goal of clear, intelligible speech and language cannot be 
achieved in the primary school — it can only be set in motion 
there; all successive levels of education must carry it on through 
the intermediate grades, the junior and senior high schools, 
college, the graduate school, and life itself through the years 
that follow formal education. If individuals are motivated to 
want such a tool and to see real value in it, they will develop 
it through self-discipline and individual effort. 
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THE GOAL OF LANGUAGE THAT SUITS OCCASION AND NEED 

Different cultures develop different forms of language re- 
sponse which they consider suitable. The language training of 
Japanese children includes careful training in forms of courtesy 
to be addressed to father, mother, teachers, and others to whom 
the child is taught to show special respect. Just as a bow of 
greeting to a workman may be of one sort and the bow with 
which one greets an honored guest who comes to one’s home of 
another sort, so must the language used fit different occasions 
and needs. A democratic society does not have special forms 
of courteous language to be addressed to people in high places 
and other forms for informal, daily use but it does have con- 
ventional forms of language behavior which children need to 
learn in order to operate satisfactorily in that society. 

The use of certain accepted forms of courtesy helps to keep 
1 relationships oiled and running 
smoothly. The child of primary school age learns those forms 
chiefly through imitation in situations in which the forms are 
used consistently by the teacher and in which he is able to 
sense the contribution they make to attitude and relationships. 
If the teacher invariably uses the accepted words of courtesy in 
asking or accepting service from the child and does soina spirit 
of consideration and kindliness, the child will pick up the forms 
or can be guided into doing so very easily. A suggestion ae 
he forgets, and a smile or word of commendation when he 
remembers, are all the motivation a child needs if they are 


; ructi l spirit. 
applied consistently and in a constructive, helpfu piri Т 
Learning to greet people who come to visit, to give an 


receive introductions, to thank the hosts or entertainers when 
one leaves after enjoying hospitality or Aar dique Sa 
matter of opportunity and practice. As bs E hildren Meg 1o 
the school or parents and visitors come in, chi ren can be int о- 
duced to them and taught how to acknowledge introductions. 
They learn to be guests and hosts through being пеш; 
other classrooms and through inviting other classes or parents 
or friends into their own classroom for a Halloween party Or 
to sing Christmas carols, see a dramatization, hear about a trip, 
see some work which has been done, or share in games and 
rhythmic play. As they practice being guests and hosts they 


the machinery of humar 
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grow in the poise, ease, and thoughtful control with which they 
conduct themselves and meet their obligations. It is not a 
matter of formal teaching but rather one of concrete applica- 
tion. Children learn by doing in this as in everything else. 
Informality and genuine thoughtfulness for the comfort and 
happiness of others are more important than the words that are 
uttered. The words merely indicate the underlying feeling of 
friendliness and consideration which, after all, is the true 
courtesy. 

Present-day courses of study call attention to the need for 
teaching children courtesies connected with the use of the tele- 
phone. There are opportunities to do this as plans are made for 
excursions of various sorts, or as use is made of persons in the 
community whose experience could be drawn upon to answer 
the children’s questions and add to their knowledge of interests 
being studied. 

There are occasional opportunities to make announcements 
and learn the need for careful planning to make sure that all 
necessary facts are presented as clearly and concisely as possi- 
ble. Announcing a play to an audience, announcing special 
activities to other grade groups, announcing services the group 
is offering or appeals for help with various causes such as Junior 
Red Cross, a newspaper collection, or a Thanksgiving collection 
for charity gives children concrete experience. 

Even though children may not have acquired enough skill 
and co-ordination to write notes and invitations, they can learn 
a great deal about suitable forms. As they formulate and dic- 
tate a note of invitation they notice the way in which it is 
being worded and the form in which it is written. Primary 
school children learn why and for what purposes one writes 
notes as well as how notes are written. If a child is ill they are 
encouraged to dictate a note expressing sympathy; a note is 
prepared to congratulate a group that has put оп a fine assem- 
bly program; notes of request and of thanks and appreciation 
are called for at many points. It is fully as important for chil- 
dren to learn suitable occasions for such expression as to learn 
how to put it on paper in correct form. 

These are matters of suitability of expression in the give and 
take of classroom living. What is suitable to say to another child 
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may not be suitable to say to an adult. Americans tend to 
demand very little respect for age in the training of children 
but there is a place for some of it, perhaps more than has be- 


come our custom. 


THE GOAL OF ORIGINALITY IN THE USE OF LANGUAGE 
A language is a system of sounds and meanings held in com- 
mon by many people while speech is an individual’s use of 
language; it is his own expression and he is the producer of it. 
A language is, of necessity, an accumulation of accepted custom 
in the form of sounds, inflections, meanings, and patterns of 
expression. It is this, or a portion of it, that the child is ex- 
pected to learn but his use of it remains his own. Children use 
language in interesting and colorful forms. They express their 
own individuality through the use of it. | 
It would be as unfortunate for the language of all children 
to be poured into the same mold as for all potential researchers 
and inventors to be required to operate entirely within the 
realm of known facts. In order to preserve the imagination, 
uniqueness, and originality of children there must be opportu- 
nity for them to be themselves and to express themselves crea- 
tively in their own way. There must be opportunity to enjoy 
fanciful material as well as factual and realistic material and 
opportunity to make up stories, original dramatic ps pa 
and art creations. Expression is essential to mental health an 
wholesome intellectual development. 
Oral expression can take many forms. It may be о 
for the teacher to put into a chart story as a first step in dum ing, 
It may be thoughts for a letter, or facts for a record which the 
i ins. Often it is storytelling just for its own sake. 
group is composing. i mec 
Some of the stories a child tells may be true or a я 
stories about himself and his experiences and some will be 
vivid, fanciful tales in which he displays his power of imagina- 
tion and creative invention to the full. Usually he tells the 
stories for the pleasure of the telling and for the audience re- 
action he receives. As he grows in ability to tell s) SERS of 
incidents or a somewhat coherent story, he enjoys having it 
written down for him. It gives him a sense of power and 
achievement to have the tale he is telling put down in black 
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marks on a sheet of paper even though he cannot yet read them. 
As soon as he reaches the point where he can make his hand 
do what his mind wants it to do he will find satisfaction in 
writing his stories himself. 

Teachers in England as well as in the United States are put- 
ting greater and greater emphasis on the importance of encour- 
aging the young child’s skill in spoken English. Attaining 
natural ease and fluency is far more important at this stage 
than correctness. In nurturing spoken language, we should be 
careful to do nothing that will produce tension or lack of cour- 
age. Bell, of England, is convinced that the basis on which 
good standards of English must be built is “the gift of free and 
natural speech” (3, p. 88). The goals he lists for the teacher of 
English are three: (1) Honesty and individuality of thought. 
(2) Freedom clearly to express that thought to others. (3) A 
capacity and desire to share life with the great writers (3, p. 12). 

A child will not write better than he talks. Writing is an 
extension of talk. If the child is allowed to grow into writing 
with ample help іп putting his ideas on paper, the content of 
writing will become, during the elementary school years, as 
good as the child’s talk. If he is not given adequate encourage- 
ment and help, his writing may be far less good than his talk. 
But it will never be better. It is on oral work, and on that alone, 
says Cutforth, another English writer, that skill in written work 
eventually depends (5). 

It is likewise true that a child who lacks ease and fluency in 
speech will find reading difficult. He will not be able to make 
‚ Sense in his reading of sentences that differ greatly than those 

he says. The inarticulate child, the child hemmed in by fears, 
inhibitions, and insecurities so that he talks in fragments and 
then only when he is called on, will have great difficulty in 
putting meaning into complex sentences such as he never 
speaks. He will be completely unable to read them aloud with 
any fluency. 

Growth in oral language is one of the most important ele- 
ments in the entire program of the primary school. It is not a 
matter of course of study and lessons but of rich and varied 
experience and constant practice in the use of language. The 
child who comes through these years with confident and easy 
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use of language in all its forms has a good start not only toward 
the education furnished by the school but toward self-education 
and toward a successful and happy life. 
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Spoken Language 
in the Intermediate School 


The development of speech instruments — 
the telephone, record player, radio, talking pictures, and tele- 
vision — makes this the era of the spoken word. The power 
of speech has become virtually unlimited. International radio 
spreads the influence of a single voice throughout the world. 
The significance of this fact is so great that the Congress of the 
United States appropriates funds for a Voice of America to carry 
American thought, as a part of national policy, even to areas 
of the world where it is officially unwelcome. English is now 
the most widely spoken language in the world. Studying Eng- 
lish has become a requirement in secondary education in many 
foreign countries, and study of it begins at the elementary level 
in some foreign schools. 

English is our language, yet boys and girls graduate from our 
secondary schools speaking and reading it poorly. It is not be- 
cause of lack of time and attention to the matter that this is 
true. The materials available for teaching — textbooks, refer- 
ence materials, literature, and other library resources, films and 
recordings — are plentiful and the finest that have ever been 
produced, The attitude of schools toward the teaching of Eng- 
lish and the methods they employ appear to be the problem. 
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It is one of the curious and unfortunate facts regarding edu- 
cation in the United States that the teaching of language be- 
comes highly formalized and divorced from actual use in many 
elementary schools at just the period when children have 
achieved sufficient power in the use of language so that they 
can begin to refine the quality of their personal language and 
extend its usefulness into new forms and fields. Even schools 
which carry on good programs of language development in the 
primary grades may, beginning at the fourth grade level, те- 
duce the quality and quantity of the children’s experience in 
the language arts to a program centered almost entirely on 
a textbook. The development of skills becomes important as 
children reach more advanced levels, and no one could wisely 
underestimate that need. The problem is one of how to achieve 
the skills and what is the role of each of the available forms of 
material and experience in achieving them. 

The language skills are not subjects and cannot be, even 
though there are some understandings to be developed and some 
knowledge of operating procedures to be learned in connection 
with each of them. One cannot read reading nor write writing; 
when one talks, reads, or writes he must talk, read, or write 
about something. There must be some content, whether it be 
trivial or profound; whether it deals with language itse or 
with social studies, literature, arithmetic, art, music, OF ee 
of personal or community interest. It is a major challenge 


to teachers and curriculum makers to find ways to make Ми 
experience of children vital, practical, and meng T ad 
need to emphasize the kinds of experience which иң the 
language skills that are needed and build them in such manner 


that they are not on the surface but a part of good living. 
EDIATE GRADES 


ERM 
THE NEED FOR ORAL LANGUAGE IN THE INT! | 
е of oral language 1s fully as important 


des as in the primary school. All of the 
uses and values which operated at the earlier level е oi 
here, as well as others connected with the advance materials, 
сопсе ts, and processes which are included in the curriculum 
for ee Hidra New subject matter 1s called for and more 


advanced textbooks bring new demands. 


Experience in the us 
in the intermediate gra 
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Whereas the textbooks of the primary grades utilized, almost 
exclusively, vocabulary which the children understood and 
used, the textbooks of the intermediate grades include vocabu- 
lary which is foreign to the children’s experience and which is 
not a part of their working stock of meanings. Not only do 
intermediate grade textbooks in the content areas employ words 
which are unfamiliar to many children but the density of the 
content itself is very great. Each sentence is weighted with 
meaning and each paragraph closely packed. Someone has re- 
ferred to American textbooks as masterpieces of compression, 
an apt description of many of them. 

Not only are the textbooks weighted with factual content but 
they employ unfamiliar words and there are many abstract con- 
cepts, which children develop much later than they do concrete 
ones. Also, the sentence structure is not that of everyday 
speech, at least not children’s speech. Children of nine years 
and older are employing all of the types of sentences that adults 
employ. But their use of complex and compound sentences 
lacks the artistry of adult usage; their sentences tend to be 
simpler in structure as well as shorter in length. 

Watts, the English researchist, has said that, “Where text- 
books, the natural habitat of the abstract term, abound most, 
ignorance finds it easiest to disguise herself” (43, р. 28). Не 
calls attention to the need for having children discuss freely 
the material they are reading and studying because all too 
often the meanings are hazy and reside “in the twilight between 
clear knowledge and blank ignorance” (43, p. 21). They need 
to be drawn out into broad daylight, applied to personal experi- 
ence, and thoroughly linked with as many types of association as 
possible and then used in some form before they fit securely and 
comfortably into the child’s own accumulation of knowledge. 


COMMUNICATION THROUGH SPOKEN LANGUAGE 


The basic and fundamental use of spoken language is in com- 
munication. By the time young people leave the secondary 
school some of them are keenly interested in speech as an inter- 
pretative art for the interpretation of drama, verse, and prose. 
The theater, radio, motion pictures, and television appeal to a 
number of them as vocations, and interpretative skill and artistry 
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are essential in many branches of such work. The school should 
keep in mind this aspect of language need and develop it both 
from the point of view of the consumer, for every individual is 
a consumer, and from the point of view of preparing interested 
individuals to become producers. But the main concern of the 
school is the use of speech and language as means of communi- 
cation. This is the foundation of everything else in education. 
Speech as a means of communication has two main functions. 
We use it as a means of causing others to act: we instruct, per- 
suade, command. Or we use it as a means of causing others to 
think or feel, often with no intention of causing them to act. 
Speech is used in an endless variety of ways for the purpose of 
causing others to act. They range from casually motivating 
comment such as, “The thermometer reading is thirty degrees 
this morning. This is a day for warm coats,” to ата. 
purposeful persuasiveness of the loud-speaker ae traffic 
ata busy street corner or the insistent urging of та p sl 
cials. One uses speech to cause others to think or fee Ы еп he 
creates contacts and pleasant recognition шора, greetings 
such as “How do you do?” or “A lovely day, isnt itt s 
it for its thinking and feeling value when he uses | а y 
in writing poetry or prose for others to share. и = | de 
both the motivation to act and the motivation to thin и: = 
when one tries to put his listeners into the right frame of min 
in order to influence behavior and attitudes. а oa 
The responsibility of school is to develop children so tha 


they can speak clearly, expressively, and pei Pe sas «4 
ations in which speech is required, fram E ie е yday 
conversation to the giving of a formal 1 о : a pen m 
community as well as the world needs informed an I 
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portunity make him a manager in business, he will need skill in 
giving directions, explaining processes, in convincing associates, 
and in maintaining human relationships favorable to maximum 
production. The common thread, therefore, in personal, civic, and 
occupational competence is language power which helps an indi- 
vidual to speak and to listen so that human relationships will be 
established for cooperative discussion and action (21, p. 89). 


LISTENING IS IMPORTANT 


Continuous development of the art of listening unquestion- 
ably goes hand in hand with progress in speaking. Good con- 
versation is impossible without good listening because it calls 
for real interaction. To understand instructions requires a high 
quality of listening, and there is great need for critical listening. 
The complex forces pressing in on every individual in these 
days call for ability to listen with discrimination as well as with 
sympathy and understanding because of the constant barrage 
of all kinds of material which bombards the ears from radio, 
television, motion pictures, and other sources. 

Children need to learn to listen because listening is not just 
hearing any more than reading is just seeing. In listening one 
must actively reach out for what is offered, must go forth to 
meet it in a sense, and must read meaning into what is heard 
as well as gain meaning from it. In this sense listening parallels 
reading, also. It is the teacher’s task to teach children to listen 
purposefully, accurately, critically, and responsively. | 

Opportunities for learning to listen occur in all situations in 
which the spoken word is used. The listening opportunities 
in some classrooms are confined almost entirely to listening 
to directions, and the responsiveness of the pupil is confined to 
accurate following of the directions. His purposefulness is 
therefore limited to purposing to conform to what is expected 
of him in order to stay out of trouble. Some of that kind of 
listening is essential in life outside the classroom in such experi- 
ences as learning to drive a car or learning to light the gas in 
the kitchen oven for baking. There are many situations arising 
constantly in the life of every individual which call for critical 
and discriminatory listening and for the mental responsiveness 
that is real thinking. Listening and speaking operate together 
and complement each other in the sketch of activities which 
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appears later in this chapter. Children grow in one aspect as 
they grow in the other and gradually attain proficiency in both. 


KEEN INTEREST IN COMMUNICATION 
Developing language skills in the intermediate grades should 
present no formidable problems unless the program through 
which it is done is so dull that it kills the natural enthusiasm 
of children for language. Children of nine years of age and on 
through adolescence are deeply interested in all aspects of 
communication. They are drawing away from the close home 
ties that have held them and they want, more than anything 
else, to be persons in their own right. If their natural zest for 
learning has not been destroyed by a barren skill-drill type of 
program in the primary grades, they are hungry for experience 
and knowledge. They are equally eager for new skills. Anyone 
who doubts that point needs only to watch a boy practicing to 
pitch for his baseball team or a girl working on a scouting 
project to be convinced. Я 
Children of eight to ten years of age find word meanings 
fascinating and will make a game of the quest for new words 
if they are stimulated to do so. They enjoy playing anagrams 
and a variety of spelling and word games. Learning to use the 
dictionary independently can be an adventure (16). 
Boys and girls during these years ате keenly ens 
language itself. The eagerness with which they lay = on з h 
new bit of slang that comes their way is proof o oe | act, 
Any colorful or tangy expression 15 put to ка z TET as 
possible. Both boys and girls like easy, catchy phrases ane ce 
words to substitute for worn and commonplace ones. m the 
period in which gangs and clubs predominate, | hie 
secrets of password and slogan. Secret languages a e 
or learned from more accomplished older children. Pig Latin 
d exclusively in communication 


or its equivalent may be use Күз 
between pals and members of a club or gang. Thiere are codes 
and records which are guarded with great care. 


AUTHORIZED LANGUAGE 
Slang is unauthorized language, most of which ум for 
ever outside of dictionaries and the circle of accepted usage. 


SLANG AND OTHER UN 
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But occasionally an expression which is originally slang appears 
to fill a need, becomes accepted, and finds its way into author- 
ized usage. New patterns in speech, if used widely enough, 
are accepted into the language family in the course of time. 
Such expressions as “blah,” “rubberneck,” “stunt,” “debunk,” 
“phony,” and “highbrow” may never be lifted out of the slang 
classification but they are here to stay and are widely accepted. 

Slang is unauthorized but usually inoffensive language. Some 
of it may seem silly and unwarranted to an adult but often it 
appears to meet a need during the years when vocabulary is 
still limited. At least it provides a type of satisfaction; it gives 
a child.an opportunity to show off, to feel himself а “good 
sport.” There is an element of “smartness” in it for him. Не 
enjoys the reaction of adults, the sense of mildly shocking or 
displeasing them. It is all a part of the process of weaning him- 
self away from adult domination and becoming a real person. 

Swearing is also unauthorized speech but of the offensive 
sort. Just what words an adult finds offensive depends upon 
his background. For example, the word “lousy,” used rather 
commonly by some people, is highly offensive to others. A child 
may use an unauthorized word at first quite innocently, with- 
out awareness of its meaning. Often, if the word receives по 
recognition he drops it and returns to authorized forms. If, 
however, it does create a sensation in the home or school group, 
he may use it freely for its shock value and the satisfaction it 
affords him. 

Hurlock tells the story of a mother who handled successfully 
the problem of desire for colorful and catchy language on the 
part of her sons. When they acquired the expression “O Lordy,” 
she called their attention to the fact that it was commonplace 
and suggested that they try “Horrors!” with proper inflection, 
instead. When they started to say “O. K.” or “Okey-doke,” she 
introduced them to the English expression “Righto!” The sub- 
stitute words were copied by neighborhood boys, who appealed 
to her frequently to “think up” some more words for them (27). 

Disappointed or distraught parents complain to intermediate 
grade teachers from time to time that the son whose language 
was of high quality in his early childhood now talks like a street 
urchin and they are at a loss to know how to correct him. It is 
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some comfort for the teacher to be able to tell them that a boy 
of this age feels a strong need to be like his school companions 
in every way, speech as well as cut of hair and style of clothes. 
As he grows older and reaches the age when he wishes to im- 
press the girl of his choice or desires to be sophisticated, the 
early family training and example will stand him in good stead. 
A characteristic, even of adolescence, in these days is fond- 
ness for the specialized language of the gang. “Penny,” in the 
comic strip, is the prototype of many girls of her age. The story 
of the mother who went to an adult education center asking 
for an evening course in modern language so that she might 
understand her teen-age daughter, is not difficult to believe. 
Interest in language is present in all normally developing 
children of the middle and upper school years. It presents a 
challenge to teachers to catch and use that interest in develop- 
ing easy, clear, and effective use of commonly accepted and 
standard English forms for both oral and written expression. 


CHARACTERISTIC LANGUAGE ABILITIES AND INTERESTS 
Children of nine to twelve years of age have the widest range 
of interests of any age group and, if they are physically well 
and well cared for, lead active, strenuous lives. They are alert 
to everything going on about them and their pa es p 
osity is unbounded. There are sex differences in be havior an 
interests but both boys and girls are avidly interested in all 
types of real-life activities. They show ых e 
ative, interest in fair play. and a fairly well-develope rs о 
humor with ability to enter into humor directed toward them- 


selves as well as others. | 
These children talk freely in their own age groups and can 
to family and class discussions 


converse with adults and enter in à 
erse with a : sufficient control of small 


i have 
with ease and confidence. They | 
muscles апа eye-hand co-ordination so that they can express 


their ideas in writing without undue strain or effort. They are 
reading widely in magazines as well as books (unless their 
RS in learning to read has left them with little 
school experience in tea зї is growing rapidly. The 
interest in reading), and vocabulary 15 5 5 р " y 
vary widely in skill in reading but all recognize reading as a 


means of extending experience and learning about other times, 
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places, and people. Most of them can read for pleasure and to 
follow individual interests (21). 

Interest in story content varies but the earlier interest in 
imaginative material has been largely displaced by interest in 
fact and realism, though some still like fairy stories and many 
show an almost insatiable appetite for comics and adventure 
tales. Children of this age range are becoming interested in 
reading material dealing with travel, true adventure, biography, 
nature, and science. Boy and girl interests separate at some 
points, but even at twelve years of age girls read almost all of 
the books that boys like, and there are many that are equally 
popular with both sexes. Boys are less interested in books of 
home and school life and certain types of stories of sentimental 
nature, but reading tastes and interests are somewhat similar. 

Parallel with this interest in personal expansion through 
reading and firsthand experience is interest in many types of 
expression. Children of middle and upper grade age enjoy 
telling and writing stories and planning, writing, and producing 
plays and other types of programs. They enjoy giving reports 
and reviews of books, movies, and radio programs. 

Club interests are important during these years and provide 
opportunities for a variety of types of expression as well as some 
rudimentary knowledge of parliamentary procedure and oppor- 
tunity to practice social courtesies. Children of this maturity 
level can plan a course of action and follow it through to a 
satisfactory outcome without a great deal of assistance. They 
like to work out their own rituals and to have secret codes and 
means of communication. They are collectors, both as indi- 
viduals and as groups, and enjoy owning, using, and sharing 
their materials. A collection is of vast importance to this level. 

Their developing interest in science and in national and 
world affairs affords the children opportunities to learn to do 
scientific thinking, to weigh evidence, and to draw conclusions 
based on information secured from several sources. They learn 
to use source materials, to do critical and analytical thinking, 
and to evaluate both their materials and their methods. They 
are capable of carrying problem solving through all of the 


necessary stages to a final solution and a thorough and careful 
evaluation. 
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Children of all ages respond to the media of communication. 
Studies show that they view television an average of more than 
three hours a day and many of them attend the movies one or 
more times per week (45). Radio is still liked but television is 
a consuming passion of those who have experienced it. 

Before they are twelve years of age, most boys and girls are 
interested in human behavior, in social problems, and in prob- 
lems of right and wrong. They have been accepting the ethical 
standards of their parents and the community without very 
much thinking or very keen awareness of the principles which 
were operating. Now they are becoming increasingly aware 
of the inconsistencies in human behavior and are questioning 
or at least analyzing the standards which they find operating. 

The preadolescent as well as the adolescent needs help to 
understand himself and why he thinks, feels, and acts as he 
does. He needs to learn Ways to satisfy his basic needs for love, 
success, belonging, and approval, and to recognize the needs 
of others and their efforts to gain satisfaction. He can begin to 
understand what causes others to behave as they do and to put 
himself in another’s place. He needs to learn that all people 
experience disturbing emotions such as anger, fear, and jeal- 
ousy, and to grow in ability to face them and work toward 
happier feelings. He can learn to find sensible ways to "let off 
steam," and through appreciating and building upon his strong 
qualities learn to improve or compensate for his weak ones. 
He needs to develop an awareness that there is distinct harm 
in keeping feelings "bottled up" and to recognize how such 
feelings may come out in teasing, bullying, headaches, or other 
forms which are equally unsatisfactory (28). He is mature 
enough at this age to learn the value of turning to writing 
about the feelings, drawing, dramatization, music, some con- 
suming hobby, or even a punching bag to relieve unhappy 
feelings in wholesome and legitimate ways. 

Boys and girls of the preadolescent and early adolescent years 
can begin to understand the value of learning techniques for 


quarreling, how to work co-operatively with others, and how 
to enter into social situations as host and guest. They enjoy 
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planning and producing programs of sharing and entertainment 
and learning various ways to make social contributions. They 
are not all equally ready for these experiences and sometimes 
girls, because of their greater maturity, appear ready before 
boys do, but all see value in learning to understand their own 
needs and those of others and developing techniques for 


meeting them. 


A SUITABLE ENVIRONMENT FOR LANGUAGE GROWTH 

Language abilities thrive and grow in a climate and under 
environmental conditions that are suitable, and actually suffer 
a setback in situations that dam up their potentialities and 
ifeless and artificial learning situations. 
diate grades as in the primary that 
d rigid classroom organization and 


time schedules are highly detrimental to good language devel- 
opment. Children of all ages (as well as adults) use language 
best in situations where it really functions and in face-to-face 
relationships. The types of formal room arrangement diagramed 
on page 168 are not conducive to individual growth or to 
economy of effort and success in teaching. Those on page 169 
encourage a higher standard of performance. 

Movable furniture has found its way into primary classrooms 
more rapidly than into intermediate grade rooms, but , is = 
asset of great importance in work with older boys and girls. 
Nine- to twelve-year-olds can work successfully in committees 
and interest groups and through group activities can meet indi- 
vidual needs and carry on а varied and pea! Cvm 
program. The range of ability found within a group of children 


\ i i is at least a five 
in any area of work during these middle years is 
sive emphasis on mass work could not 


grade range so that exclu Е h i 
possibly et the needs of all. Also, children during these years 
have an amazing number of interests and show a great deal of 
initiative and energy in carrying through many types of work 

A formal program centered 


Which are related to their interests. А 1 e 
largely on skills is highly wasteful of time and energy and dis- 


tinctly boring to children — a condition not at all conducive to 
learning. Movable furniture is now found in the great majority 
of the intermediate grade classrooms of the country, and a 


channel practice into 1 
It is as true in the interme 
screwed-down furniture an 
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challenging working environment is possible in any classroom 
in which teacher and children work together co-operatively to 
achieve that end. 

The materials and equipment necessary to the setting up 
of a challenging classroom environment are known to every 
teacher. Bulletin boards which children help to arrange pro- 
vide stimulation for thinking and constructive work in all the 
content areas of social studies and science. They can be used 
also to sharpen the children’s interest in current happenings 
and to open up new areas of interest. Book collections are 
indispensable and should contain material on a variety of sub- 
jects and covering a range of levels of reading difficulty. There 
are a number of good magazines for children which stimulate 
interests and suggest activities. Working tools, such as encyclo- 
pedias, dictionaries, maps, globes, and visual aids need to be 
arranged for free and easy use. Materials for expression — 
paint, clay, and raw materials of a number of kinds appropriate 
to the current group interests — are needed for individual ex- 
pression. A good learning program gives as much thought to 
expression as to impression. Tables, shelves, cases, or even win- 
dow ledges for hobby displays and collections stimulate indi- 
vidual initiative and provide material for spoken and written 
language. Children are highly resourceful and bursting with 
ideas for improving and enriching the working environment if 
they are encouraged to give thought to the problem. 

Language development takes place best in an atmosphere 
of stimulation and challenge or at least a permissive atmos- 
phere. Expression needs to be made legal so that children do 
not feel that they need to cover up and hide their individual 
interests and concerns when they come to school, but can ex- 
press them and build upon them whenever they can be used 
in the ongoing program of experience. The relaxed, natural 
atmosphere which is characteristic of a stimulating, wholesome 
classroom is the best situation in which to help individuals 
develop language power. It provides incentives for the use and 
improvement of language. It gives children the nice balance 
between freedom to be themselves and guidance in self- 
improvement which carries them along to ever higher levels 
of attainment. A teacher who has faith in herself and faith in 


Spoken Language in the Intermediate School 171 


the children can create such an atmosphere in any type of 
school. 


LANGUAGE IN THE PERIOD BEFORE SCHOOL BEGINS 

Except during the early days of good weather or the base- 
ball season, boys and girls come into the room singly or a few 
at a time, visit with the teacher or with their friends, and then 
set about the doing of classroom chores or work of their own 
choosing. This gives the teacher opportunity to become thor- 
oughly acquainted with each individual, to enter into his inter- 
ests, and to guide him into new or more profitable ones, if need 
be. It gives her opportunity to locate the children who stand 
out alone, lacking the personality, the techniques, or the social 
acceptability to become a part of the group activity. The sense 
of freedom and comradeship leads to spontaneous expression, 
which is a starting point for good human relationships as well 
as good learning. The diagrams on the following pages show 
how children tend to turn for friendships and other relation- 
ships to children within the school organization. 

This is a time for work with special individual projects such 
as science experiments, map making, keeping а personal or 
classroom diary, recreational reading, or individual work for 
the improvement of skills. Children may use the кше for 
gathering material from the school library, pai 2 prac- 
ticing a play, arranging a bulletin board et exhibit r he , ol 
viewing people whose help is needed for a project i ШЕ 
individual imaginative writing. There are limitless р” еч ialities 
in this time, all of which are valuable for language development. 


ORK IN SOCIAL STUDIES AND LANGUAGE 
Good work in the social studies is also good work with the 
language arts. Boys and girls in the intermediate grades are 


pushing back horizons and operating in a larger world of 
arious experiences. Too often in 
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The best teaching is probably the kind that stimulates chil- 
dren to set up problems and formulate questions and then 
search for answers. The textbook may be a first source to turn 
to in finding answers or it may be used later to pull together, 
organize, and summarize the findings. In any case, it is only 
one source of learning material and one which must be used 
with insight into the values and the problems it presents. 

The social studies interests of the middle grades take chil- 
dren away from the things they know through firsthand experi- 
ence and expose them to ideas and factual content that are 
remote in geographic space and often also in time. When chil- 
dren first work in a new area their thinking is vague unless they 
have had enough similar experience to find the ideas dealt 
with in this new area familiar and easily understood. As they 
gather material and express their newly developing concepts, 
they form new associations and make comparisons with old 
knowledge until what has been imperfectly understood be- 
comes clearer. 

So much has been said and written in recent years about the 
verbalism found in the schools that some teachers are in dan- 
ger of falling into a very natural error. Cutting down on the 
amount of discussion is not the need, but rather more of con- 
crete experience, wider reading, especially in books other than 
textbooks, wise use of carefully chosen audio-visual aids, and 
more opportunity for children to talk their way through to 
clarity. Unless children are encouraged to talk freely about 
their work and play and especially about the material they are 
studying, how can the teacher discover what words or concepts 
they lack and what, if anything, they think (43)? 

Many textbooks present factual material in fairly condensed 
form and with relatively little space given to illustrations, both 
verbal and pictorial, which expand and explain the content. 
For the brighter and more mature children in a group this may 
be sufficient to enable them to form clear mental pictures and 
to develop the necessary concepts. Other children, and prob- 
ably these also, need opportunity to expand the material and 
to weave it into a clearly designed mental fabric. Many books 
are being made available to serve this purpose. The child who 
has read Laura Ingalls Wilder’s book, Little House in the Big 
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Woods, and has followed this family as it moves through the 
Midwest in succeeding books has a clear and intimate picture 
of the hardships and satisfactions of pioneer life. Henners 
Lydia; Thee, Наппаћ!; Skippack School, and the other books by 
Marguerite de Angeli give children a picture of the Amish, the 
Quakers, the Pennsylvania Dutch, and others who settled Penn- 
sylvania as no textbook can paint the picture. Such books fill 
in the outlines sketched or suggested by textbooks and make a 
period of time and a distant place come to life for the children. 
They make people of different background real people whom 
children enjoy regardless of nationality, race, or socioeconomic 
level. 

In a sense, this bears out a point repeated more than once 
by Watts. He is convinced that children of intermediate grade А 
for the study of history except as it deals with 
the lives of individuals in the form of simple biographies (43). 
Gesell, on the other hand, found nine-year-olds expressing 
marked interest in history as well as in biography (22). | 

The value of any social studies program to children from nine 
to twelve years of age depends in large measure upon ihe way 
in which they are made ready for attack upon the p 
If the study grows out of the current interests of the gr ci 
is closely related to their own experience it proves no problem. 
If, on the other hand, the study to be undertaken as a part of 
required curriculum experience is more remote, the matter ak 
readiness needs to be taken into account. A sixth grade teacher, 
realizing that a study of the Middle Ages would be а eni 
requirement to meet with her group of children, gea | with 
the group and carried on a variety of explorator d њене 
to introduce children to some of the ривал о t ; t x 
and to give them a little of its romantic flavor. 5 hen t po е 
reached the point at which such words as squire, page, knight, 
castle, turret, drawbridge; 2 
meaning, she encouraged the children = of e ee 
King Arthur, Gabriel and the Hour Book, ай an er $ ories | 
the period. Reading around a center of inter est prp es exce = 
lent material for language growth if care is iE foo 
genuine understanding. Genuine understanding 38 urther 


developed by dramatization. 3 


age are unready 
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It requires great effort to prevent modern boys and girls who 
are fed snatches of material of many sorts by radio and movies 
from being satisfied with surface knowledge and fragmentary 
pictures. It is far too easy for them to flit from one interest to 


another without ever digging deep beneath the surface and 


really working to develop clear thinking and concepts that are 
sufficiently substantial to serve as foundation for further study. 
Such thinking cannot be developed through the pressure and 


forcing tactics of required assignments and rigid checking, but 


it grows admirably in situations in which real interest is Фе, 


motivating influence. 
Work in the social studies is especially fruitful in language 


growth because it not only utilizes the content being studied to 
develop clearer thinking, better speech, and more effective 
writing, but children learn social techniques as well. Many 
classes begin their study with discussion of what the children 
know about the subject to be considered and the formulating 
and listing of questions for later work. Group planning follows 
and there are progress reports from time to time as the work is 
carried on and also periods devoted to evaluation of both the 
findings and the methods of work being employed. These are 
many opportunities for sharing the material e children are 
reading and gathering from various sources. T is ur 
plished through conversation and discussion as we z throug i 
oral and written reports. Learning to ask and answer questions 
clearly and concisely is in itself an important achievement 
which requires study and practice. Learning to take reading 
notes and to organize them for presentation also requires skill 


and practice. б 

Wetten language is called for at a great pu rone m 
personal note taking to correspondence an | ү ing for P 
school newspaper. Writing to ask for materia 5 | gaining the 
necessary permissions for trips will call for NU etters. 
Personal letters may be written to ask questions, to plan con- 
ferences and interviews, and to express appreciation for Co: 
operation. Creative writing may be stimulated at many points. 

The social studies provide many controversial questions 
which need to be discussed. Children should be taught to read 
all factual material critically and analytically. Through the dis- 
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cussion of controversial questions they learn the specialized 
skills that are needed by both speaker and listener: how to 
catch the main points, weigh and evaluate them; how to dis- 
agree courteously, how to present a point and back it up with 
evidence, and how to follow through and gain recognition of 
the point one is making. All children need to learn the art 
of persuasion as well as the art of critical listening. Children of 
elementary school age are not ready for the more formal tech- 
niques of debate, but they will find many occasions for the 
discussion of controversial issues. They can learn to word the 
question clearly and to identify the issues on both sides. They 
can learn also how futile it is to argue without information and 
can be taught to assemble evidence and organize it in forceful 
and persuasive manner (21). 

Social studies interests may culminate in written reports or 
graphic portrayal of significant points through the use of cray- 
ons, paints, clay, or construction materials. The writing and 
production of a play or a radio broadcast often serve as a satis- 
factory final summary of what has been learned. 

Evaluation is not only a part of the study all along the way, 
but it is also an important final step. A sixth grade group which 
had spent a semester studying the British Commonwealth of 
Nations planned and carried through a valuable program of 
evaluation. So much material had been gathered that the ques- 
tion was asked as to what facts or knowledge the group needed 
to master to possess some pegs on which to hang later reading 
and thinking. They divided into six working groups and each 
group prepared a list of ten important points for a final test. 
During the course of this preparation each group reviewed the 
significant points of the study with great thoroughness, com- 
paring and evaluating the points with care. Chairmen of the 
various groups then worked with the teacher to compile a com- 
posite list and to record the frequency of occurrence of the 
various questions submitted by the groups. From this list the 
teacher composed a test which the children wrote. As a final 
step, their answers were evaluated through class discussion. 
The entire evaluation project provided practice in clear think- 
ing which called for precise expression, as well as excellent 
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experience in summarizing a quantity of material and pulling 
out and weighing the points of greatest significance. The evalu- 
ation was, in itself, a learning experience of great value. 
Combining and interrelating work in social studies and Eng- 
lish is both logical and fruitful in so many ways that a number 
of junior high schools are experimenting with programs which 
combine these subjects under a single teacher and take them 
out of the departmentalized organization. The study of a geo- 
graphic area, a period in history, or a movement is incomplete 
without study of the art, music, literature, and other cultural 
interests and expressions which accompanied it. Children need 
to study them together in order to understand the strands of 
interrelated influences which shape the lives of men. Language 
is a tool which man has used for countless ages. He has devel- 
oped new uses and new forms of expression as well as new 
words as he has had need for them. No study of the social 
development of man could be complete without attention to 
man’s uses of language for expression as well as for the every- 
day business of living. Children’s respect for language grows 
as they use it as a tool in carrying on various types of enter- 
prises and as they study its place in the whole ongoing move- 


ment of civilization. 


LANGUAGE VALUES IN THE SCIENCE PROGRAM 
The scientific method which is basic to all modern progress 

is a method of thinking and reacting which is related to lan- 
guage at all points. “Science is an active, dynamic field, con- 
stantly demanding willingness to make new Шаку ора, to 
repeat experiments, to consider new facts, and to challenge 
earlier conclusions” (18, p- 19). All science work for children 
should have as its most important objective the development 
of a method of thinking and learning which is =, tee to 
any subject and any situation. Craig calls attention the need 
for developing open-mindedness. He reminds us that, while 
d of eager learning, it is also a period in 


childhood is a perio! 5 3 
which children can acquire dogmatic traits and learn to accept 
and vigorously adhere to the prejudices, superstitions, and un- 


reasoned attitudes of the adults with whom they have contact. 
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Open-mindedness calls for willingness to consider new infor- 
mation, to distinguish between fact and fiction, to challenge old 
beliefs and subject them to scrutiny in the light of authoritative 
information. The critical-mindedness which is forever seeking 
better explanations, experimenting to learn and to check facts 
— this is needed in all aspects of complex modern living. Chil- 
dren can learn through their work in science how to do intelli- 
gent planning so that they are not dependent upon guessing, 
haphazard thinking, or biased or unreliable information. They 
can learn to bring to bear upon the solution of problems the 
best thought, techniques, and information that can be made 
available to them. 

Dora V. Smith calls attention to the need of children for 
“direct, positive instruction in how to attack their problems by 
means of the logical procedure of (1) defining a problem, 
(2) collecting and evaluating material related to the problem, 
(3) organizing it so that its relationship to the main topic and 
to other ideas bearing upon the topic is clear to the reader or 
listener, and (4) presenting it effectively for others” (42, p. 
64). She calls attention to the fact that such procedure should 
be applied to any and every activity of the school day. All 
work in science must of necessity follow such a plan and result 
in increasing ability to carry on scientific thinking as children 
grow from year to year. The problems in the kindergarten or 
primary school may deal with such matters as how to feed the 
pet rabbit and what kind of pen it needs; what happens to 
the water in the bowl on the radiator; why the leaf floats on the 
water while the stone sinks; or what the plants need in order 
to grow. Older children will be interested in everything: earth 
Science, astronomy, atomic energy, or any other matter that 
comes to their attention. 

Through their work in science, children can learn to present 
their thoughts accurately and precisely in carefully chosen 
words and in sentences which are clear and pointed. They can 
learn to distinguish clearly between the place and functions of 
imaginative thinking and scientific thinking. Basically, all work 
in science is also work in language and helps to develop 
language power. 
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MATHEMATICAL THINKING 

Specialists in arithmetic are facing the fact that many chil- 
dren develop a distaste for arithmetic and actual fear of it 
because of the teaching methods that are used. Year after year, 
college students preparing to be teachers express fear and dread 
as they enroll in a course in general mathematics which is a part 
of the teacher education program. Many of them beg to be 
permitted to postpone it as long as possible. No other course 
requirement produces that reaction. When they are encouraged 
to discuss their attitude and try to analyze it, their thinking 
turns to unhappy experiences with arithmetic in the elemen- 
tary school. All of these students learned to manipulate num- 
bers and processes well enough to meet the basic requirement 
of the elementary school. But they were so lacking in under- 
standing of what they were doing that they are afraid to ap- 
proach mathematics on a higher level. 

Dull children are by no means the only ones to have diffi- 
culty with arithmetic. Several intellectual leaders have recorded 
the fact that school mathematics was a painful experience and 
one from which they profited little. Many adults dread the 
preparation of income tax returns not so much because of the 
money outlay required as because of the arithmetic that is 
called for and the need for accuracy. A great many people 
would rather accept a bill and write a check for the total indi- 
cated than keep records and carry on their own computation 
in order to check it for accuracy. | 

Developing number sense is developing vocabulary and 
meanings. A large number of quantitative and relational words 
must be learned as well as the number words. Words for proc- 
esses and the meaning and significance of processes come later. 

Problems in arithmetic seldom call for only number manipu- 
lation and number knowledge. “They involve thinking about 
things, knowledge of life and practical experiences, and ability 
to think about these things abstractly rather than having them 
present to count or manipulate.” Solving a problem when the 
only stimulation comes from printed words describing a situ- 
ation, or from the sound of the teacher's voice, is very much 
more difficult than working out the problem through manipu- 
lating the actual materials (25, pp. 707-708). 
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There are still teachers and administrators who say, “We have 
no time to spend on an experience program or the enrichment 
we would like to have because it takes all the available time for 
the fundamentals.” Wise teachers spend as much time as possi- 
ble on the kind of experiences that provide enrichment, know- 
ing that in so doing they are giving the children the greatest 
possible help with learning the actual fundamentals, the knowl- 
edge and skill which are needed in solving real problems, rather 
than keeping them struggling to memorize the prescribed meth- 
ods of solving theoretical and imaginary ones. More emphasis 
on experience with its attendant words, meanings, and methods 


of thinking would greatly improve the teaching of elementary 
school arithmetic. 


LANGUAGE AN ALL-DAY PROGRAM 


There is no phase of the work of the intermediate grades that 
does not lend itself to the development of language power. The 
wide range of interests of the nine- to twelve-year-olds and their 
increased attention span make it possible to carry on many 
types of classroom interests. There will be interests which are 
common to the entire class, those shared by only a group, and 
individual interests and hobbies as well. Some interests will be 
carried through intensively over an extended period of time as 
major units of interest. Others will be dealt with intensively 
for a brief period and added to intermittently as new material 
comes to light or a child wishes to return to or add something 
to the study. Other interests will be picked up and dropped as 
the children may desire at any time during the year. Perhaps a 
fourth grade group makes a study of regional history and cur- 
rent affairs in the community and surrounding area a matter 
of intensive study for a semester or longer. They may become 
interested in the reasons why a community was established at 
that spot and give concentrated attention for a time to the 
topography of the land and its resources. They will come back 
to this from time to time as they find related material or wish 
to make new applications. In the meantime they may carry on 
an extended study of weather, giving attention to it periodi- 
cally so that they come to understand that climate is a com- 
posite of all the types of weather conditions found at all con- 
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sistently in the area. They may also be giving attention to 
apparently unrelated matters such as the development of jet 
planes, supersonic flight, good books to read, American folk 
music and dances — any interest that is strong enough to call 
for attention. 

Oral language, written language, and reading all develop to- 
gether. The children as well as the teacher need to have some 
goals in mind so that they are always consciously moving for- 
ward toward them. Various aspects will be emphasized as there 
is need for them. Occasionally, a problem will be selected, dis- 
cussed, and worked upon, and some standards set toward which 
the group will work. Group and individual evaluation will take 
place as it is needed, through discussion or individual con- 
ference. Children can give concentrated attention to a personal 
need only when they see it clearly and know what they can 
do to remedy it. They need to see evidence of growth as they 
go along in order to maintain their interest and efforts to 


improve. 


OR SPEAKING AND LISTENING 
е necessary for personal, civic, and 
Each type of skill is introduced 
wherever the need for it appears first, and it is given a forward 
push by each succeeding experience in which it is used if both 
teacher and children are gradually evolving standards for its 
improvement. Children have occasion to carry on informal 
conversations and more purposeful discussions, to ask and 
answer questions, to give and follow directions, to make plans, 
to give reports, and to criticize and evaluate. They need to learn 
simple parliamentary procedures for making decisions and 
carrying on democratic action. They have occasion to listen to 
the radio and perhaps to participate in broadcasting. They also 
participate in dramatization both as players and as audience. 
They need to learn certain social procedures such as methods 
of introducing people and the responsibilities of hosts and 
guests for making social situations pleasant. | | 
Developing skills in speaking and listening is a continuous 
program. No element can be assigned to the course of study 
for a given grade level to be attacked, practiced, and mastered 


ESSENTIAL SKILLS Е 
Certain language skills ar 
occupational competence. 
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at that grade level. Each of the needed elements of skill must 
be introduced whenever children have need for it and are 
intellectually and emotionally ready to work on it. Work must 
be continued from level to level, in life situations where it really 
functions, until children have reached the point of confident 
and effective use of the skill in all situations in which it is 
needed. At times it is profitable to examine a skill, discuss it, 
work on it through direct attack and practice, then fit it back 
into the total program of use. The method of direct attack is 
used infrequently in the primary grades, perhaps not at all until 
Grade Three. Even in the intermediate grades it is valuable 
only if the use of the skill is essential to experiences the children 
are having and they recognize its value and their need to im- 
prove their own level of skill. Practice without genuine moti- 
vation has little carry-over value. 


Sharing Experiences through Informal Conversation 


Many of the conversations children carry on are informal 
interchanges of comments and thinking with no problem to be 
solved or decision to be made. A small group may assemble 
around a center of interest such as a display table, a bulletin 
board, or a work project. This informal sharing of reactions in 
a small group makes it possible for children to respond freely 
in their own way and may draw even a timid child into the 
circle of participants. 

Standards for growth in power to carry on conversation are 
expanded as the children are ready for new points of emphasis 
and higher goals. Primary grade children need to be encour- 
aged to participate, to take turns, to listen courteously, and to 
say something which will interest the group. They can learn 
gradually to stick to the subject they have chosen and to suit 
voice and speech to the needs of the situation. Intermediate 
grade children are still working on these points but are ready 
to add others which are probably not new to the group but 
have received less direct attention ( 42). Appropriate objectives 
call for knowledge of and practice in these matters: 


When and how to get interesting material for conversation 


What topics are appropriate for different types of occasions 
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When and where it is appropriate to talk 

How to change a topic tactfully if it becomes unpleasant for par- 
ticipants 

How to interrupt and when to do so 

How to express feelings, likes, and dislikes without undue emphasis 

How to differ with another's view and do it tactfully and courteously 

How to avoid embarrassing others through attitude or speech 

How to draw others out and encourage them to participate through 
showing sympathetic interest in what is said and asking pertinent 
questions 

How to use a pleasant, conversational voice and manner 

Acceptance of responsibility for saying only what is true and reason- 
able 
The standards which evolve from experience and advance 


progressively from level to level follow this general sequence: 


1. Emphasis on freeing the individual and encouraging him to par- 
ticipate 

2. Emphasis on increasing recognition of responsibility to others and 
the development of group consciousness 

3, Emphasis on interplay of ideas and meeting of minds 

4, Emphasis on responsibility for the value and the truth of one’s 
remarks 

5. Emphasis on the improvement of personal techniques such as 
voice and mannerisms 

6. Emphasis on training for leadership in the carrying on of group 
processes 


Since standards cannot be assigned to any grade level, the 
teacher needs to be aware of the progress individuals are mak- 
ing and sensitive to their needs. Then she can feed in new ideas 
as the children are ready for them and guide both group and 
individuals in pushing the standards on ahead and climbing 
toward them. Standards that are too low retard growth; 
standards that are set too high discourage it. If children are 
guided into recognition of next steps in the refinement and 
improvement of conversation as these are called for by experi- 
ence, the growth will be continuous and consistent with the 


needs of each individual. 
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There will be face-to-face conversations at school but chil- 
dren may carry on similar conversations by telephone. They 
learn from experience the need for clear expression where the 
voice must carry the full meaning without reliance upon facial 
expression or gesture. They learn also to listen carefully and to 
attend to any directions or plans. Through school discussion, 
dramatization, and experience, they can be guided into an 
appreciation of effective and considerate telephone behavior. 


Purposeful Discussion 


Discussion is used as a means of planning, of enlightening 
and guiding, of solving problems and answering questions, of 
arriving at decisions, and of evaluating group and individual 
enterprises. Discussion which is designed to serve a purpose 
calls for clear interplay of ideas and real thinking together. 
Speakers need to make their meaning clear and listeners need 
to give thoughtful attention so that the purpose of the discus- 
sion may be achieved. A speaker may find his contribution 
challenged and be required to defend his point or modify it to 
help reach a conclusion that is satisfactory to the group. If he 
feels he cannot modify his stand any further, he must decide 
what adjustment he can make to group needs and still hold his 
dissenting opinion. 

Children can gradually evolve their own standards for раг- 
ticipation, similar to those which follow: 


Have something to say 

Say it clearly so others will understand what you mean 

Speak in a clear, pleasant voice 

Make your speech (usage) acceptable 

Back your points with evidence from authorities where necessary 
Listen with an open mind to the opinions of others 

Think through and weigh the opinions of others 


Be willing to change your mind if you are convinced another idea is 
better 


Be courteous at all times, even when you disagree 


Give thought to the needs of the group as well as your own needs and 
interests (42) 
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Sharing of experiences may be the purpose of a group dis- 
cussion or it may be a factor in it. Children, as well as adults, 
are dependent upon their own experiences for the kind and 
quality of contribution which they make to any group enter- 
prise. There is evidence that “a selective process underlies the 
contributions to any discussion. The children who take part 
actively select from their total recalls the facts, the incidents, 
the ideas which seem fitting to the subject matter” (42, p. 80). 
With younger children and less mature children, any discussion 
resembles an “experience meeting” rather than a discussion 
which revolves about an accepted point. Even older children 
frequently wander off onto various subthemes which are sug- 
gested by the main theme or which enable the children to 
recount experiences which have been brought to mind. When 
the purpose is sharing experiences, the monologues dealing 

dividuals will predominate. “Lone- 


with the experiences of in | e | 
star” performances have less place in types of discussion which 
are to result in decisions or action unless an individual child 


happens to have had experience in the area being considered. 

A great deal is being written about the need for developing 
in all citizens an understanding of group processes. Some 
understanding can be developed in the elementary school. 
Children nine to twelve years of age can begin to learn how 
to serve as discussion leaders both of small groups and of the 
whole class. They can learn how to draw out the ideas of others, 
how to keep the discussion moving, how to summarize and 
draw material together at the end of a discussion, and how to 
plan for group action. They can have the experience of serving 
as group recorder. They can also learn to draw upon the knowl- 
edge and experience of those in the group who know most 


about the subject and use them as resources to supplement the 
thinking of the group as a whole. All such experience begins 
simply; the teacher serves as Jeader and guide, turning over to 
individuals bits of responsibility they appear ready to handle. 


She stands by to give suggestions, guide from within the group 
as a participant, ог take over the leadership when she is needed. 
Children need to stop from tim 


e to time to evaluate the prog- 
ress they are making in carrying on group discussion and the 
effectiveness of the discuss 


jon in serving its purpose. 
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Baker studied the contributions of children to general class 
discussion in Grades Two, Four, and Six in three schools of 
varying socioeconomic level in New York (5). Growth in ma- 
turity was shown in the types of topics selected for discussion: 
animals, games and play, and home and family life in Grade 
Two; trips, books, and moving pictures as well as current hap- 
penings in Grade Four; whereas children of Grade Six discussed 
national and world events as well as current happenings in 
their metropolitan area. There were clear evidences of growth 
in (1) increased use of material from vicarious sources, (2) 
greater reliance on the results of the children’s own thinking, 
(3) greater concern for the remote as contrasted with the 
immediate in both time and place, and (4) increased evidence 
of association of ideas in a real “meeting of minds” (42, p. 81). 

Many teachers find, as Baker did, that one of the most diffi- 
cult problems to deal with in group discussion is the tendency 
of a few children to do a large portion of the talking, often with 
little real knowledge and with little, actually, to say. Some will 
even strive to divert the discussion into areas with which they 
are familiar (42). Developing a sense of responsibility to the 
common goal and common good in place of overdesire for 
"stage center" and ego satisfaction requires individual guidance. 

The use of discussion for purposes of planning, solving prob- 
lems, arriving at decisions, and evaluating enterprises calls for 
several steps. There is, first of all, the proposing of possibilities. 
These have to be weighed and their implications, methods of 
operation, difficulties, and opportunities examined. Those of 
less practical value are eliminated until the children agree upon 
the plan, solution, or decision that satisfies the need and the 
group interest best. Voting is sometimes resorted to in making 
a final decision if there is persistent difference of opinion. When 
discussion can be carried through to the point where consen- 
sus of opinion is evident, the result is usually more satisfactory. 
Children need to learn the place and function of voting in a 
democratic organization, but there is danger that a vote may 
be called for too soon with the result that an articulate majority 
drags along an unwilling and unconvinced minority. Mutual 
understanding which results in consensus of opinion is of 
greater educational value. 
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Utilizing Parliamentary Procedures 

There is difference of opinion as to when children are ready 
for class organization with class officers and meetings which 
call for parliamentary procedure. Some teachers hold that, 
е children of nine years of age are interested in clubs and · 
outside of school, such classroom organization 
fourth grade level. Other teachers are convinced 
# such emphasis 15 needed before sixth grade 
hool. In any case, there are some learnings 
which are a part of parliamentary procedure which children 
need and can use in the elementary school. These points are 
listed in the Florida Curriculum Bulletin, Experiencing the 


Language Arts (21, р. 109): 


sinc 
organizations 
can begin at 
that very little o 
or junior high sc 


Knowing when to speak 

Presiding over а group discussion 

Performing duties and carrying out responsibili 
[or chairmen 

Making decisions by means of voting 
Making and seconding a motion 

6. Abiding by the will of the majority ye 
view of the minority 


ties of class officers 


c rr 


л 


+ understanding the point of 


and skills can be learned through 


group and committee work. There are many points at which 
children function best in groups that center about common 
needs or common interests. Again, no assignment of learning 
responsibilities to definite grades is possible. The maturity of 
the children and the needs of the situation will determine 


organization and procedure. 


Some of these concepts 


uestions 


Asking and Answering Q 
So much of the learning of children and adults is the direct 
result of questioning that this merits special attention (21). 


Children should become increasingly skillful in determining 
just what information is needed and in wording questions 
clearly and concisely as well as courteously. The person to 
whom the question is addressed needs to listen to find just what 
is called for and to word his answer 50 that the information is 
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clearly given. The questioner must be alert to the response and 
should learn how to interrupt and set the answerer on the right 
track if the question is misinterpreted. He should learn how 
to follow through, courteously but persistently, to see that the 
information he needs is forthcoming. Watts mentions at many 
points the need for training children to say what they mean 
clearly and directly. In the matter of asking and answering 
questions children can be taught to see the value in clear-cut, 
concise statements which do not wander from the point. They 
must learn that insincere or embarrassing questions are not 
permissible at any time but that sincere and courteous ques- 
tions deserve thoughtful and sincere answers. 


Giving and Following Directions 


The matter of giving and following directions requires the 
development of both speaking and listening abilities. Children 
need to learn to listen intently and make sure that they under- 
stand a direction before translating it into action (21). They 
need to give attention to the steps in directions and the se- 
quence into which they fall. 

In order to give directions, children need to consider the 
points at which guidance will be needed and the most effective 
sequence of points. They need to learn to express the directions 
clearly and concisely in words that cannot be easily misinter- 
preted. Where examples are needed to clarify meaning, they 
need to learn to select pointed examples and express them 
clearly. This is another type of situation which gives the chil- 
dren practice in saying exactly what they mean in clear and 
definite words and sentences. 


Giving Oral Reports 


In making reports, the selection of ideas and their arrange- 
ment need at least as much attention as the spoken word and 
its delivery. A fundamental principle in all oral work is that 
the teacher “is concerned with speech as a medium of com- 
munication rather than an interpretative art, so that the 
attention of the child, from the first taken up with what he 
intends to say, only at length comes to include how best to say 
it” (89, р. 64). Certainly, the selection of pertinent material 
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is the first need. Children in the intermediate grades can learn 
to outline and organize their ideas and thoughts. They can 
understand the responsibility of the reporter to present his ma- 
terial accurately. They can see the need for giving the report in 
a clear and interesting manner, using examples where they will 
add interest and clarity to the presentation. 

Detailed outlining undoubtedly belongs in the secondary 
school, but children of the intermediate grades can learn to 
make lists of topics and subtopics which throw the points into 
a simple outline of sequence and relative importance. This can 
be learned through note taking in connection with reading and ` 
also in the preparation of talks and reports. 

While the content of the report is of greatest importance, the 
children need to give attention, both individually and as a 
group, to evaluation of their techniques of reporting and the 
effectiveness of their presentation. Standards here will not 
differ greatly from those suggested for general discussion on 


page 148. 


Some Social Skills 

Learning to introduce people and to serve as host or hostess, 
guest, or audience will be taken care of in actual social situa- 
tions. The enrollment of a new child in the group provides 
opportunity for the practice of introductions as the children 
are guided in introducing the newcomer to other children, the 
music and art teachers, the principal and others in the school 
organization. Inviting а parent to tell of his trip to Mexico; 
asking an overseas veteran to tell of a country he has visited; 
requesting the school health officer to tell the children how to 
avoid and how to care for colds — many such opportunities pro- 
vide more formal situations in which children can learn to 


introduce a speaker. к 
Occasions on which parents or other grades are invited into 
the classroom to see and hear reports of the children’s work 


provide situations in which children can practice the courtesies 
and responsibilities of host and hostess and social participants. 
Planning will be called for, careful carrying through of plans, 
and evaluation at the end. Classroom dramatizations, reports, 
and sharing as well as invitations to assembly programs and 
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programs in other classrooms serve to develop understanding 
of audience responsibility. 

Social understanding and skill in social participation develop 
best in real social experience. Reading and talking about them 
cannot provide the same values. Knowledge of what one should 
do, without opportunity to practice it, tends to result in self- 
consciousness rather than poise and confidence in social situa- 


tions. Many experiences are necessary before confidence can 
be attained. 


Broadcasting and Listening to the Radio 


Some schools use their public address system to give children 
experience in broadcasting. The local radio stations in some 
communities set aside regular times for school broadcasts and 
others encourage occasional broadcasts by school children. 

Opportunity to broadcast can be used as motivation for 
speech improvement. Children can study the broadcasts of 
experts to note styles of speaking, voice, enunciation, pronun- 
ciation, rhythm, and oral punctuation. Listening to study cer- 
tain clearly understood points should prove interesting and 
enjoyable homework. Older children can give special attention 
to vocabulary and to methods of catching and holding interest. 
Such study might be followed by preparation and the putting 
on of imaginary broadcasts at school, if the interest warrants it. 

Equipment for recording children’s voices would be valuable 
in speech improvement. The time should soon come when all 
schools are equipped with wire or tape recorders or other 
speech-recording machines. If children can hear their own 
speeches, reports, or oral reading played back to them it is а 
relatively simple matter to stimulate and guide improvement. 
Often, a child’s failure to work upon his problem is the result 
of lack of clear understanding of just what the problem is and 
how to go about improving it. To record and play back mate- 
rial at periodic intervals gives the child something to work for. 

Radio and television can be used as sources of material for 
classroom contributions: human interest stories and anecdotes, 
current affairs, literature, and dramatizations. Through the 
utilization of these media, standards of taste can be developed 
for judging the validity of informational programs. 
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The use of films and other visual aids can be made to serve 
the purposes of enrichment and the building of standards, also. 
Television, with its combination of some of the values of both 
radio and motion pictures, is still too expensive for most schools, 
but rapid improvements in production methods place it just 
around the corner for use in all schools. 

There is serious danger that these methods of passive intake 
will make of us a nation of absorbers, not a nation of active 
doers. For this reason, if for no other, dramatic play and dram- 
atization are very important to education because they call 
for initiative and active, productive effort. Since Chapter 17 
is devoted to this matter, no detailed presentation is needed 
here. 


SPOKEN LANGUAGE AND USAGE 


Spoken language precedes written language in all areas of 
language development. Before children can write good sen- 
tences they must be able to hear and sense the difference be- 
tween word groups that are sentences and those that are not 
sentences. Before they can improve poor or unacceptable usage 
in either oral or written work they must be able to hear the 
difference between the better form and the poorer and select 
the better. Man developed a usable spoken language long be- 
fore he developed a written one. The evidence appears clear 
that adequate opportunity to use and to refine oral language 
is essential for all children in the elementary school if they are 
to develop concepts and standards which will form а solid 
foundation for further growth and learning in more advanced 
school work and in life itself. 

This is the era of the spoken word, and children need to learn 
to speak and listen in order to gain the values from life which 
they are capable of gaining. There is some truth in the state- 
ment made by an English educator that the ability to speak and 
to listen is more important for successful, happy living in to- 
day’s world than the ability to read. All of the language arts 
develop together in the elementary schools and the work in oral 
communication is basic to all the rest. 
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Individual Differences 
in Language Needs 


There are many types of language experi- 
ence which all children need to have in the schools and under 
the guidance of skillful teachers. A large portion of the cur- 
riculum experience which involves language can be common 
experience, but individuals have special needs of varying sorts 
Which must be met through individual guidance and teaching. 
Some types of individual guidance can be cared for unobtru- 
sively through what appears to be purely incidental teaching 
if the teacher is sensitive to each child's needs and alert to 
opportunities to help him. Other types of individual help will 
need to be provided through various types of group work or in 
brief periods which the teacher sets aside for concentration on 
work with a single child. At times, speech specialists may take 
over the program of therapy for a child with a serious disability. 
This will probably involve taking him from the classroom for a 
brief period of work daily or two or three times a week. 

Good speech for everyone is a major goal of all language 
teaching in the elementary school. Effort is directed toward 
helping each individual to develop his speech so that it is in- 
creasingly acceptable among the educated people of his com- 
munity, and so that he speaks with poise and sensitivity to the 
demands and opportunities of communication in any type of 
situation. 
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Good speech calls for a clear and pleasing voice, clear articu- 
lation and enunciation, correct pronunciation, and good diction. 
Teachers at all grade levels need to provide opportunities to 
talk freely and naturally with each child who is new to the room 
in order to become acquainted with his speech and locate any 
problems which need to be considered in guiding him. A pro- 
gram of speech improvement should start in the kindergarten 
and continue without interruption throughout the child’s school 
experience. Children’s speech problems are largely individual 
problems and need to be studied and cared for individually, 
though group work will help with refining and improving the 
speech quality where no serious problems exist calling for 
specialized treatment. 

Most of the more serious speech problems which children 
bring to school are deeply ingrained and too persistent to be 
cared for during a single school year. Work must be carried on 
consistently and persistently, year after year, until the child has 
made as great gain as he is capable of making. The kindergarten 
and primary teachers bear the responsibility for locating chil- 
dren who need special.help and seeing to it that problems are 
diagnosed and a program of treatment planned and instituted. 
Teachers who have these children in later grades are responsi- 
ble for carrying on the program which has been instituted for 
the children until the needs are met or until as much has been 
accomplished as the nature of the case permits. Children who 
require special help need careful watching. 


SPEECH IMPROVEMENT FOR ALL CHILDREN | 

Almost all children profit from some types of help with 
speech. An occasional child from a highly favored home has 
had good models to listen to and copy during his early years 
and has had enough attention to his speech needs so that he 


speaks clearly and well. Other children, even from homes 
а atisfactory, need help with voice, 


where the parents’ speech is 5: 
СО or other elements that make up good speech. They 
have no serious handicaps but some emphasis on good speech 


will help them to improve the quality of their utterance. There 
are entire neighborhoods or large areas where speech tends to 


be slurred or voices are poorly used. 
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When there are no serious speech problems but merely care- 
less habits or a low standard of speech production, improve- 
ment can be brought about through attention to speech in any 
or all of the situations which call for spoken language. Children 
can be encouraged to give thought to their speech in discussion 
groups, conferences and interviews, the giving of talks, reports, 
and announcements. Activities such as choral speaking, dram- 
atization, radio work, and oral reading before an audience pro- 
vide motivation for a high quality of vocal production. Children 
can be brought to understand the quality of speech that is 
needed for any presentation before an audience and can work 
toward a high standard of excellence. Even children who are 
too timid to volunteer in discussion and conversation will blend 
their voices with others in choral speaking or possibly lose their 
self-consciousness in playing a part in dramatization and thus 
not only improve their speech but add to their confidence and 
poise in facing people. Oral reading is of value only when it is 
real audience reading which gives the child a feeling of respon- 
sibility for interesting and holding his audience. Oral reading 
has little value for speech improvement, or any other purpose 
probably, when each child holds an identical copy of the mate- 
rial the reader is reading; there is no incentive to make one’s 
reading clear and interesting when everyone else is looking at 
identical material. 


THE SPEECH OF THE TEACHER 


In speech work, as in everything else, it is impossible to over- 
emphasize the importance of the teacher's example. When a 
young child tells a story he has heard the teacher tell or repeats 
a poem he has learned through listening or chiming in as the 
teacher read it, he invariably includes in his presentation the 
voice, inflection, and intonation used by the teacher. As has 
been said of the preschool level, the quality of the teacher's 
voice determines the pitch and volume that will be used by the 
children in their responses to each other as well as to her, and 
sets the emotional tone of the classroom. 

In order to bring about speech improvement that will carry 
over into the out-of-school experience of the child and stand up 
against the influence of the examples he finds there, the child 
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must have a great deal of experience with using good speech. 
Acceptable forms of speech must sound right and feel right to 
him so that his ears are trained to accept the sound of the 
better form and so that saying it will seem natural to him. 
Such help may come from the example of the teacher's speech. 


CHILDREN WHOSE LANGUAGE DEVELOPMENT WILL DEVIATE 

In any group of children there are some who deviate from 
the usual pattern in their development. Deviations are of many 
sorts but perhaps the most common are: the linguistically pre- 
cocious child; the child who is a slow starter in language but 
who progresses once he is started; the mentally retarded child; 
the child from a foreign background; the physically handi- 
capped child with speech, hearing, vision, or other physical 
impairment; and the child handicapped by poor environment 
and experience. While care for children who deviate adds mate- 
rially to the teacher's burden of responsibility, it also adds to 
the challenge of teaching and to the deep sense of satisfaction 
which any good teacher feels when she sees boys and girls 
facing their handicaps and conquering them or learning to live 
with them and above them. Children learn a great deal from 
each other. One takes for granted that the presence in the class 
of the linguistically precocious child is good for other children, 
but the handicapped child can be an asset to the other children, 
also. It was heart warming to the principal of a school when 
mothers of children of above average ability remarked that 
their own children were learning thoughtfulness and considera- 
tion through their interest y the т oe Е 

he school from a near-by сіс. 

ан ee nom can be used to help all the children 
learn to recognize the fact that there is worth in everyone, 
regardless of the points at which he may differ. The bacs 
children gain for personality and for human dignity and worth 
is far more important than the additional effort the teacher must 


put forth to care for the growth of these deviants. 


THE LINGUISTICALLY GIFTED CHILD | 
One is less likely to think of the child who is precocious in 


language as a child in need of special care, yet he may need 
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the guidance and protection of the teacher as much as does the 
handicapped child. Such a child has a vocabulary far in ad- 
vance of the other children. His language usage and the quality 
of his expression may be almost as mature as those of the 
teacher, yet he may lack understanding of how to communi- 
cate with children less mature in language than he. Since his 
advanced attainment in language is probably the result of a 
great deal of contact with adults, he stands in special need of 
social experience with children, yet his advanced language and 
the more mature interests that accompany it tend to cut him 
off from close association with other children. 

The social problems of these children appear at various age 
levels. When Daniel, in the first grade, mentioned a disk he was 
using in a building project the other children responded with 
derisive laughter saying, “Daniel says ‘disk’! He can’t say ‘dish.’ 
He means a dish." Е ive-year-old Dickie turned on the two boys 
who were pushing for a turn on the slide with, “You'll see what 
the result of that will be. That's always the result." The extra 
violent push he received was not so much resentment of his 
words of caution as of the fact that they did not know what he 
was talking about. Keith, in the sixth grade, unwittingly de- 
veloped great resentment in the other boys in the class because 
his responses in all group work were so clear, mature, and con- 
vincing — and always stated before the other boys had oppor- 
tunity to think out a response — that he gained more than his 
share of the attention and approval of an immature student 
teacher who was leading the group. In the cases of Dickie and 
Daniel, the teachers watched for points at which they could 
help the boys interpret their meaning to the children and help 
the children see that they needed to be sure they understood 
what was meant. Because Keith was older and more mature, 
his teacher talked the problem through with him and helped 
him to see his need for giving the other boys a fair chance to 
contribute their ideas. She also guided him to see that he could 
be helpful to the boys by drawing out their ideas and finding 
Ways to use them instead of thrusting their ideas aside and 
substituting his own. Keith had extraordinary mental ability 
but needed to learn how to use it in working with people in 
varying situations. 
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It is difficult for teachers as well as parents to remember that 
the child who is advanced in vocabulary development and 
facile in his use of language is not necessarily advanced in every 
way and to avoid pushing him into work with the academic 
skills before he is ready for them. Command of words for oral 
use does not insure general maturity and stability sufficient for 
the task of learning to read nor does it insure well-developed 
eyes for the purpose. Facility in the use of language does not 
guarantee the ability to understand even so basic a mathemati- 
cal concept as 2 + 2 = 4. A child gifted in language may be 
very immature emotionally and physically, may be highly de- 
pendent upon adults, and may even lack many types of con- 
crete firsthand experience. His readiness for the development 
of skills needs to be studied just as carefully as that of slower 


children. 


The precocious child can be encouraged to gather material 


for the enrichment of interests being carried on in the class- 
room, to tell stories to the children, and to dictate stories and 
accounts of experiences for the teacher to write down. If his 
motor skill is sufficiently advanced he can be encouraged to do 
his own writing. It is often true, however, that the motor skill 
of such a child is not at all advanced, and it is sometimes actu- 
ally very slow to develop. He should not be pushed into writing 
until his muscular strength and co-ordination are ready for it. 
If a typewriter is available he may take great interest in typing 
bits of material by the "hunt and peck method if someone will 
provide the spelling he needs or write a copy for him to use. 

Occasionally, such a child is precocious in reading as well as 
speech. If that is the case, he can be encouraged to read to the 
class or to a smaller group of children, for various purposes — 
for pleasure or to answer questions. Again, care needs to be 
exercised to see to it that his other needs are met as well as his 
reading needs. Pat, who could read before his entrance into 
kindergarten, was felt by both mother and teacher to be in far 
greater need of social contacts than of reading. Even at this 
early age Pat was using reading to avoid playing with children. 
If he was invited to join a play group or to help build with the 
blocks he would stand watching the other children for a few 
moments rather wistfully, then return to hide himself in his 
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book rather than put forth the effort to enter into the play. 
Since he lacked techniques for entering into group experiences 
rather than interest, the teacher’s efforts were directed toward 
helping him to become a social participant rather than a re- 
signed isolate. 

Usually, the child who is advanced in one or more areas 
needs the normal types of classroom experience which are good 
for other children, with opportunities to continue developing 
in his areas of strength. All types of enriching curriculum ex- 
periences are good for him. He will probably gain more from 
these experiences than other children because of his advance- 
ment in language. When he has learned to read and write he 
can forge ahead more independently. He can assume responsi- 
bility for wide reading and making reports to the group, for 
interviews and other means of gathering information to further 
group interests. He needs to develop individual interests, also, 
and to be encouraged to set high standards for himself in 
carrying them out. Acceleration which puts him with older 
children rarely meets his needs. It is usually better to keep 
him with his age group and guide him into expanding and 
deepening his interests and improving his skills and techniques, 
and to give him many opportunities to work with his peers, 
both as leader and as follower. If he has special talents in the 
creative arts these should be encouraged and developed. 


THE CHILD WHO IS A SLOW STARTER 


There is great variation in the age at which babies begin to 
talk. One baby may be using three or more intelligible words 
by his first birthday while another may not attempt a word for 
a few more months. By two years of age some children are 
using a number of words and speaking very clearly, while 
others are still using jargon or scarcely talking at all. The child 
who is making average progress is using simple declarative and 
interrogative sentences with ease, and adding also some com- 
plex and compound sentences of considerable length by the 
end of his fourth year, while slower children are still using a 
meager vocabulary and fragmentary sentences. 

While parents are gratified if their child talks at an early age 
they take for granted variations of several months, at least, just 
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as they do in the matter of the eruption of the child's teeth, or 
the first step in crawling or walking. The fact that a child is 
slow in developing speech does not necessarily mean that the 
child is below average in mentality, even though there is a 
fairly high correlation between mental ability and ability in 
language. Some children who are late in starting to talk make 
good progress and are doing about as well as others of their 
age when they enter school; it is often impossible to tell them 
from the earlier starters. This is particularly true of children 
whose delayed speech was due to prolonged illness or lack of 
physical strength and stamina in their early years. 

it is not unreasonable to suggest that the child who was slow 
in developing speech may also prove to be slow in developing 
skill in reading and writing the symbols of language. He may 
be a little older than other children before he manifests readi- 
ness to learn to read and before he makes much progress. Slow 
starters frequently move very slowly for quite a time without 
much evidence of progress, then accelerate the rate of growth 
once they have made a good beginning. Certainly it is true that 
the progress these children make depends upon the skill of the 
teacher in keeping them free from discouragement, embarrass- 
ment, or frustration during this growing period. There is little 
doubt that they will achieve up to their capacity if they are 
permitted to progress at their own rate with encouragement 
and guidance but without any forcing or crowding. 

Children who are retarded in speech but have no speech 
defects should be given many experiences that are vitally inter- 
esting to them and should be encouraged to enter into many 
language situations. They should be recognized and approved 
when they put forth effort to express themselves and to con- 
tribute to the group. They should be given opportunities to 
work and play with children who talk freely, and should be put 
in close contact with children who will respond to them and 
respect their tempo, because these children are often slow to 
respond though the response is adequate if the listener will be 

for it. They may put forth extra effort 


patient enough to wait 5 еЗ : 

if the mi e expresses interest in their wishes or ideas but 
waits to respond until they have really tried to express them- 
selves clearly. The slow learner needs to be kept happy and 
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secure in the classroom, but he must be given the motivation 
of vital interests and friendly encouragement to speed him on 
his way. 


THE HANDICAP OF POOR ENVIRONMENT AND EXPERIENCE 


Children handicapped by poor environment and meager ex- 
perience need a great deal of experience in exploring the oppor- 
tunities the school can provide and in doing the things they 
have not been privileged to do. They will need a great deal of 
time and help to build readiness for learning to read and for the 
other academic work of the school. Reading and other aspects 
of skill development should be delayed until they have at least 
partially made up for the deficiencies in their environment 
through many types of experience. 

If the environmental handicap shows itself mainly in meager 
vocabulary of words and meanings, the child needs many ex- 
periences of all sorts. Some of them will be simple neighbor- 
hood experiences that are commonplace to other children. He 
will need picture books and stories and opportunity to talk 
about them with an adult so that he learns words for what he 
is seeing and learns to talk about what he hears using the 
appropriate vocabulary. Every effort to enrich his experience 
will have to include talk so that he learns to express his thinking 
and talk about his observations with ease and with accuracy. 
The talk helps to strengthen and clarify his concepts of word 
meanings. 

If the child’s handicap shows itself mainly in poor grammati- 
cal usage he will need sympathetic and prolonged help. The 
poor language usage a child acquires in his home and commu- 
nity is not easily overcome. Once the structures of his language 
are set they can be changed only slowly. If his family is content 
with the language he uses and the sole motivation for improve- 
ment must come from the school, little permanent gain can be 
expected unless the child can be made to want improvement 
himself. The child’s security resides in the home folk who feed 
him and care for him and love him more than does anyone else. 
At times a child will cling tenaciously to his poor usage because 
he feels, consciously or otherwise, that he cannot afford to be 
different from those who love him. The school can tune his ear 
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to correctness and motivate him in various ways to practice it 
at school but it will not carry over outside the teacher's immedi- 
ate influence until he can be led to want something better for 
himself than his home has given him. 

As is true of all other children with handicaps which affect 
language, these children need trips for firsthand study, dramatic 
play, stories and simple poems to listen to, attractive books to 
look at and later to read, and a quantity of materials for expres- 
sion through drawing, painting, construction, and other media. 
They need a great deal of time to talk about what they are 
doing and to build new interests and enrich old ones. Choral 
reading, group dramatization, opportunities to make announce- 
ments, deliver messages, make telephone calls (after help with 
preparation for them) motivate the child to practice his school 
speech and raise its standards. Encouraging the child to join 
Sunday School, playground, scouting, or other organized boy or 
girl groups where the leader uses English that is better than the 
child's own may make it possible for him to hear correct usage 
a larger proportion of the time. Suggesting programs for him 
to listen to on the radio or view on television or motion pictures 


for him to see, may also provide him with added hours of listen- 
ing to good speech. Every possible resource should be utilized 
n situations which demand it 


to help him use correct speech i у | 
until what is correct not only sounds right but feels right to him 
as he says it. The more he practices good speech the more likely 


he is to carry it outside the school. | 

Only strong personal desire to improve can spur children to 
enough effort to prevent their relapsing into the standards of 
the home and community during out-of-school hours, and the 
total number of these language hours far exceeds the number 
under the guidance of the school. Children who come from 
unfavorable language backgrounds do not require specialized 
methods but more guided experience of many common types 
and more time to absorb it. They need guidance that is con- 
sistent but at the same time patient and sympathetic. 


THE MENTALLY RETARDED CHILD 
The child who is mentally retarded will, almost of necessity, 


be retarded also in speech. He tends to enter school at approxi- 
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mately the same chronological age as children of normal men- 
tality, but he enters with the handicap of a smaller vocabulary 
and immature patterns of speech. His usage may be poor and 
his articulation somewhat infantile, depending upon the extent 
of his mental retardation. Since his mental age is lower than 
his chronological age it is safe to assume that his language de- 
velopment will be closely related to his mental age. If there is 
no impairment of his speech mechanism, it is possible for his 
speech development to follow the sequential pattern of normal 
children but at a slower rate. Thus, a child with an intelligence 
quotient of 80 may be eight years in chronological age and six 
plus years in mental age, in which case his speech and language 
development would be assumed to be approximately that of a 
six-year-old child. Actually, the language development may 
be even more retarded if the child has suffered neglect or over- 
protection because of his mental deficiency; also, it may be 
more highly developed if parental concern has caused him to 
be given the advantage of skillfully and carefully directed 
guidance. 

The problem of the mentally retarded child is not a remedial 
one but rather one of additional time to learn and develop. 
His best sources of help are children who speak better than he 
and the good example of the teacher. He gains nothing from 
attempts to force or crowd him and he can develop a sense of 
inadequacy and inability that will thwart even his best efforts 
to grow and learn. No matter what his attitude and effort may 
be, he can progress only so fast as nature has made possible 
for him. 

The best motivation for the slow-learning child is found in 
natural social situations that call for speech. His desire to par- 
ticipate in the activities of the group keeps him pressing for- 
ward. He should be safeguarded from embarrassment and а 
sense of failure through adjusting what is expected of him to 
what he is capable of achieving. Children more advanced than 
he can be taught to accept him as he is and give him sympa- 
thetic consideration and help when he needs it, rather than 
ridicule, avoidance, or ostracism. Through his presence in the 


group, other children can be taught consideration and thought- 
fulness. 


Individual Differences in Language Needs 209 


The mentally retarded child needs many firsthand experi- 
ences. He learns less from books and other forms of vicarious 
experience than do normal children. Firsthand experiences 
through school trips and contacts with things and people will 
help him to build vocabulary of words and meanings, particu- 
larly if the words that go with the experiences are used over 
and over again in many related ways. After having visited a 
farm with his class he can study pictures of farm life and re- 
inforce his learning through reliving it, whereas the pictures 
may have been of little learning value to him previous to the 
experience. The retarded child will learn in the same general 
manner as normal children but he will reach each stage at a 
later chronological age, will remain in each stage longer, and 
will require more experience and more repetitions for learning. 
He will need a great deal of sympathetic guidance and encour- 
agement to keep him working up to his capacity. Efforts to 
push him into more rapid learning will only add to his problem 
because they will destroy his sense of security and undermine 
his faith in his ability to learn. Without that faith and the self- 


respect that goes with it, he can achieve very little. 


THE CHILD WITH DEFECTIVE SPEECH 


The difficulties of children with speech defects are of many 


sorts: physical, mental, emotional, and social. Many children 
with speech defects have some physical or physiological prob- 
lems which cause or contribute to their handicaps. Since speech 
is the chief avenue of social communication, these children tend 
to show more psychological and emotional conflicts than any 
other type of handicapped children. Not only is the child with 
a speech defect handicapped in normal social intercourse or 
partially cut off from it but, since his handicap is not obvious 
like blindness, deafness, or а crippling condition, he tends to 
receive less sympathy and consideration and may even be 
blamed for his condition. Actually, the speech defective is no 
more responsible for his condition than are the others whose 
handicaps are more apt to excite compassion (2, р: 125). 
Every primary grade group is almost certain to include a 
few children who have retained some infantile forms of speech. 
That a child continues to use these forms may be due to pa- 
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rental fondness for the last remnants of baby expression or it 
may be the result of the fact that the child, as he began to learn 
to talk, said the forms incorrectly because he did not hear them 
accurately and continues to say them because he hears no 
difference between what he says and what others say. In any 
case, he has practiced his form for a long time and it is not an 
easy matter for him to correct it, though he can do so with 
motivation and guidance. The child who still says “tat” for cat, 
"durl" for girl, and “yittuh” for little may be perfectly capable 
of forming the correct sounds if he is given help with hearing 
the correct sounds and shown how to manage his speech ap- 
paratus to form the sounds. Thereafter his major needs are 
practice in using the correct sounds wherever they fit and en- 
couragement to put attention and effort into the practice. He 
needs to be protected from ridicule and encouraged to par- 
ticipate in all types of social contacts with other children. 

Simple problems of lisping can usually be taken care of by 
the classroom teacher through helping the child, perhaps with 
the aid of a mirror, to understand how to place his tongue and 
then guiding him in practice. Indistinct and careless speech 
can be improved through the type of program suggested for 
all children, though those whose speech is most unsatisfactory 
may need additional help and practice. Stuttering and stam- 
mering are more difficult to deal with because they involve 
psychological and neurological problems. The services of a 
speech specialist are needed for diagnosis and therapy. The 
teacher's co-operation is essential to provide the child the kind 
of relaxed, unhurried, and happy working conditions and 
wholesome relationships both with other children and with the 
teacher, which are essential to build the sense of security 
needed by children with these afflictions. 

The child who is hard of hearing is almost certain to have 
difficulty with speech. There are certain sounds, especially the 
voiceless consonants such as 5, f, and k, that he is most likely 
to miss or find difficult. Any child who is inattentive, who turns 
his head as if to hear better, who uses an unusually soft or loud 
voice, or who does poor work in school should have his hearing 
checked (15). Some states, Indiana among them, require peri- 
odic hearing tests to locate and measure hearing loss. Children 
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found in need of help should be referred to physicians for 
medical care if improvement is possible, or taught to read lips, 
or provided with hearing aids. 

Physiological defects such as malformations of the tongue, 
teeth, lips, palate, roof of the mouth, or vocal cords or nasal 
obstructions require diagnosis and treatment by a medical spe- 
cialist. Surgery may be required to put the child’s speech 
mechanism in the best possible working order. Thereafter, 
treatment by a speech specialist will probably be needed to 
help the child make the necessary speech adjustments and to 
re-educate him in speech. 

There are many causes of speech defects. Some of these are 
psychological and some are neurological as well as physical. 
The services of physicians, surgeons, orthodontists, psycholo- 
gists, and psychiatrists are needed as well as those of speech 
experts in order to care for all kinds of cases. Unfortunately a 
child’s problem rarely has a single cause. Physical problems 
give rise to social and emotional problems, and all together 
influence mental development. 4 

Neurologists and speech experts call attention to the problem 
of hand dominance and its relation to speech and reading. 
There are a number of theories regarding handedness and the 
proper treatment of the left-handed child. Emotional disturb- 
ances are found amon ren who have been forced to 
change their hand preference and in some cases this appears 
to bear a definite relationship to stuttering, awkwardness, and 
general behavior maladjustments as well as reading disabilities. 

Some experts believe that a child has a natural lateral domi- 
nance and others that the child is born with no preference but 
learns to favor and to use one hand more than the other very 
early in life. Those who hold to the latter theory appear con- 
vinced that a child can be taught to use his right hand if 
carried on in a friendly, helpful manner 
and without strain, and done before the child has developed 
habits which must later be broken (6). Orton believes that 
there are two periods in the life of a child when his natural 
hand preference must be accepted and in no way tampered 
with; one is the period when the child is acquiring spoken lan- 
guage, from two to four years of age, and the other the period 
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when the child is learning to read and write at school, probably 
from six to eight years of age (13). 

As opinion stands at the present time, the school is probably 
wise to permit the child to use the hand he has learned to use 
in his home and to help him make all the necessary adjustments 
to learn to write and to read from left to right, which is a reverse 
process for the left-handed child. 

Turner found that among adolescents, those who were emo- 
tionally unstable tended to show less clear preference for the 
use of eye, hand, and foot than did the more stable young 
ded that the language function is tied up in 
the brain of each individual and that is the 
hemisphere opposite the dominant hand. Children without dis- 
tinct dominance may therefore be confused at many points and 
find many types of learning somewhat more difficult. 

The intelligence level of many children who have speech de- 
fects falls below average, though by no means all speech defect 
cases are cases of low intelligence. The factors that influence a 
child’s growth are so interrelated and interwoven that anything 
which causes retardation at one point may cause retardation at 
others also. For this reason, many children with physical or 
developmental handicaps of any sort tend to have problems 
with educational achievement, both because attention must be 
divided between their many conflicting needs and because the 
handicap limits their range of experience. 

Children with speech handicaps frequently develop person- 
ality problems which are in themselves handicaps. The defeat 
and frustration they experience in their desire to communicate 
may result in seriously withdrawn behavior or, at the other 
extreme, in highly aggressive behavior. In either case, improve- 
ment in ability to communicate may help to solve behavior 
problems. This was true in the case of Howie, a well-developed 
and fine appearing boy who was enrolled in the kindergarten 
of a demonstration school in order to have special speech train- 
ing. Physicians found his hearing loss so great that it was 
impossible for him to learn speech through the usual process 
of imitation and his vision problem so serious that he was fitted 
with very thick lenses. During his early weeks in the kinder- 
garten Howie required constant watching because his inability 
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to communicate caused him to respond like an enraged animal 
when other children reached for blocks he considered his prop- 
erty or got in the way of his interests. Through daily work with 
a speech teacher, Howie learned to speak well enough to make 
his wishes and feelings known; and when a hearing device was 
used, his progress was very rapid. Since he was to return at the 
end of the year to his home in a small town where there was 
no available speech clinician, it was deemed wise to attempt to 
teach some reading, even though Howie was not yet quite old 
enough for first grade. His progress in learning to read was 
very rapid from the moment his alert and hungry mind sensed 
that here was another means of communication through which 
he could make contacts апа expand his knowledge and interests. 
His problems of behavior smoothed out as his skill in speech 
and lip reading grew until his aggressiveness became limited 
very largely to a drive to experience and to learn. 

Since the area of speech has many facets and the literature 
dealing with speech improvement is extensive and valuable, 
several references are included at the end of the chapter. It is 
impossible to do more than touch upon some of the aspects of 
speech within the limitations of this book. 


OTHER PHYSICAL HANDICAPS AND THEIR EFFECT 
UPON LANGUAGE DEVELOPMENT 

The problems of the child with a hearing loss have been 
touched upon in the preceding section. Such a child needs 
physical diagnosis and treatment, if he can profit by it. Since 
he is cut off from normal social intercourse, he needs help with 
making social contacts and finding a place in a social group. 
He needs firsthand experience, wherever that is possible, and 
every opportunity to enrich his stock of words and meanings. 
He will need special consideration from both teacher and chil- 
dren in order to achieve the language development he needs. 
He should be placed in a favorable position for hearing, at all 
times, and both children and teacher will need to give thought 
to him so that he is given opportunity to hear, where that is 
possible, or to read the lips of speakers. Children and teacher 
will need to learn to talk directly to him and to speak clearly 
and distinctly. The child, through his training in lip reading and 
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also his work in the class, needs to learn to give attention to 
facial expression and gestures as well as the movement of lips, 
in order to gain meaning. He needs to learn to make his vision 
compensate in part for his lack of hearing. Visual methods can 
be used in many instances in teaching him. 

The child who has poor vision finds the world a confusing 
place filled with dim, blurred images. He needs skilled medical 
diagnosis and treatment as well as skilled educational treat- 
ment. As is the case with the child who has poor hearing, he 
needs help with making social contacts and learning how to 
participate in social groups. He can be taught where to sit in 
order to see as well as possible, how to adjust materials and 
learning situations to his needs, and how to protect the very 
precious vision which he has. Through the use of well-adjusted 
lighting and sight-saving materials, if he needs them, he can be 
taught to read and write without endangering his vision. — 

Again, training in compensation is necessary. A child with 
poor vision can be taught to compensate for a portion of his 
loss through development of the senses of hearing and touch. 
He should be permitted to handle materials and learn through 
tactile sense impressions whenever that is possible. Other chil- 
dren can be taught to explain and demonstrate and help the 
child learn through means other than vision. Oral teaching 
should be used wherever possible. 

Children who are restricted as to locomotion or suffer other 
muscular or movement restrictions will need to be taught to 
make adjustments as well as have adjustments made for them 
in the carrying on of the school program. This will be true also 
of children with low physical vitality and of those whose health 
is precarious for amy reason. Any physical handicap which 
keeps a child from playing and working freely with other chil- 
dren and prevents his exploring and experiencing in the count- 
less ways children employ, limits the child’s opportunity to 
develop language because the experience background essential 
to language growth is missing. Whenever this is true, the child 
may be immature in his responses and interests and may be 
operating below the level of his mental capacity. If his physical 
condition warrants his being in school, adjustments can be made 
to take care of his need for rest and for protection from over- 
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stimulation and overexertion so that he can participate in the 
learning experiences he needs. 

These children may have no serious speech problem but only 
the retarded development that has resulted from their need for 
special physical care and protection. In school, as well as at 
home, the physical needs come first and the learning experi- 
ences can be made as valuable as possible without endangering 
the child’s health. 

All children who are physically handicapped need, more 
than anything else, to be encouraged to live as normally as their 
handicaps permit. They should be helped to recognize their 
limitations, accept them, and co-operate with the teacher to 
gain the greatest possible value from learning situations in the 
school. If morale can be kept high and self-confidence devel- 


oped and maintained they can find happiness in growing and 
learning. 


THE PROBLEM OF A FOREIGN LANGUAGE 


In the early period of life in this country, English was the 
language used in most American homes. During the past hun- 
dred years the immigration has been largely from northern and 
then southern Europe, from areas where other languages are 
spoken. The end of World War II has brought to the United 
States many European immigrants who know little or no Eng- 
lish. There continues to be heavy migration of people from 
Puerto Rico, Mexico, and other Latin American countries into 
our urban and industrial areas. In many school systems, the 
proportion of children from homes where a foreign language 
is used almost exclusively or where children are exposed to two 
languages has increased. 

Learning one language is a difficult developmental task for 
any child, but learning two languages during the first few years 
is more than twice as difficult. The child who has learned only 
à foreign language in his home or has learned two languages 
starts school with at least a temporary language handicap. If 
he has learned only a foreign language, he stands out as differ- 
ent from the other children and is unable to communicate with 
them. Unless there are children who speak his language in his 
home or neighborhood for him to play with, he has probably 
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had almost no contacts with children and is shy and lacking in 
ability to play with children at all. His language has been a 
barrier to social contact and he may already have encountered 
enough ostracism or teasing and ridicule to feel self-conscious 
and inferior, or at least different from other children. Such 
weapons do not depend entirely upon language; a child can 
sense their import even though he cannot understand any of 
the words through which they are expressed. The foreign- 
speaking child needs to learn as rapidly as he can enough Eng- 
lish to enable him to enter into the life of the classroom and to 
be ready to begin work on the symbol forms of the language 
used in reading and writing. If he has natural aptitude for 
language he will learn the language of his school environment 
rapidly because the children as well as the teacher will be his 
resources for learning. 

A child who has used a foreign language in his home but has 
learned some English outside it will present a different type of 
problem. If he has been so fortunate as to live in a community 
where his neighbors speak English well, he will have made a 
good beginning in learning English. For economic or social 
reasons or both, foreign families tend to live in less favored 
neighborhoods, especially when they first. come to this country. 
The probability is that the English the child has learned is poor 
in usage and he has much to unlearn as well as more to learn. 
He may be confusing the two languages unless he has learned 
to associate one with certain individuals and situations and the 
other with other people and situations. Using more than one 
language with the same individual appears to be confusing to 
a child until he has attained some mastery of both languages. 
Both this child and the one who has learned only the foreign 
language need many social experiences, good пи exam 
ple, and a great deal of time and patience while they learn to 
speak the language of the school. ‚ | 

These children need many firsthand experiences with all sorts 
of common situations in order to learn the vocabulary associ- 
ated with them. They need to play house, visit grocery stores, 
cook, have tea parties, visit American homes, go to see a farm, 
watch construction projects, and do any and all of the common 
things which are dealt with in children's early readers and other 
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textbooks. They need to hear over and over again the words 
associated with these activities, to associate them with pictures, 
hear them in stories, and use them in countless ways. Dramatic 
play is one of the child’s best methods of learning if talking 
accompanies it at many points. Pictures of familiar activities 
can be used as talking material; often the pictures in pre- 
primers and other introductory books can be used for this pur- 
pose without emphasis on reading. The child needs a great 
many opportunities to hear English spoken in situations where 
the meaning and usage are clear. Speaking the language should 
precede attempts to learn to read or write it. Children who 
speak acceptable English can be taught to include the child in 
their activities and to help him at every opportunity. 

Where there are a number of children in a classroom who 
speak the same foreign language it is sometimes difficult to get 
them to make enough use of the English they are learning in 
school to master it. A teacher of Mexican children once ex- 
claimed in frustration, “How are we going to make these chil- 
dren stop using Mexican on the playground and everywhere 
else outside of school and make them practice their English!” 
It is impossible to force such children to practice outside of 
school what they see little use for or use too poorly to enjoy 
using. The teacher’s problem is to find as many uses as possible 
for their English so that they gain power and satisfaction in 
the use of it. She must also, at all times, respect the language 
of the child’s home. 

Sometimes a way to motivate interest in the new language of 
the school is to express real interest in the child’s home lan- 
guage. Letting him teach other children a song in his language 
or tell them how certain things are said in that language helps 
him to understand the sincere respect the teacher and the group 
feel for this other language. This, in itself, is often motivation 
for increased effort to add the school language to his repertoire 
so that he can use both as they serve his purposes. 
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The Significance of Vocabulary 


The linguistic level on which an individ- 
ual operates not only colors but also shapes the contours of his 
whole life. For this reason, teachers try to help each child 
reach as high a level of operation as he can. The significance 
of vocabulary in determining the level of operation is becoming 
increasingly clear. A number of surveys have been made to 
determine the working vocabularies of people at different socio- 
economic levels and there is always a marked discrepancy in 
the number of words known and used (10). Teachers from 
kindergarten through college are becomin g aware of this signifi- > 
cance and are trying to do something about it. 

Every individual has not one but several vocabularies. They 
merge, of course, and are used in a variety of ways, but just as 
a bilingual child learns to put forth, almost automatically, only 
the language that is called for by the situation, so all mature 
individuals learn to fit the use of their vocabulary to their con- 
cept of situation and need. Pooley calls attention to the fact 
that ceremonial distinctions in language are found in even the 
most primitive societies where the language of the council fire 
or religious ceremony differs in vocabulary and tone from that 
of the hunt or the harvest ( 15). In our society, we distinguish 
three or more levels of language usage which we employ almost 
unconsciously, There is the informal speech of the more inti- 
mate life of the home and the hours of recreation with people 
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whom we feel no need to impress or to live up to. There is the 
somewhat more restrained speech of conversation with stran- 
gers or of public occasions and professional relationships. And 
‘there is also the deliberate, carefully chosen language of ad- 
dress used on formal occasions. Parallel types are found in 
writing in the informal letters to one’s family and intimate 
friends; in the report or business letter which requires more 
precise and ordered expression; and in the formal paper pre- 
pared for publication, particularly in a scholarly journal. It is 
also true, as Pooley points out, that business and professional 
people tend to employ a technical or specialized vocabulary 
in communicating with colleagues of like background and in- 
terests which would not be easily understood by people less 


well acquainted with the field. 


VARIOUS TYPES OF VOCABULARIES 

Every individual who is literate has several overlapping and 
somewhat interwoven vocabularies. The commonest words of 
the language appear in all of them. Some words are used in- 
formally in some settings and more formally in others, while 
other words are restricted to certain types of situations. The 
number of words an individual recognizes and comprehends is 
undoubtedly greater than the number he has occasion to use in 
any form other than perhaps in reading. The types of vocabu- 
lary which need to be considered in educating a child can be 


discussed under four headings: 


1. Und i bular 
iene ae vok ва individual recognizes and comprehends 
h listenin 
Reading: ur an individual recognizes and comprehends 
through reading 


2. Speaking vocabulary Ки 
: у а in the process of everyday living 
[umi ШО ae f ore 55 individual understands and 


Formal: the reservoir o п 
can draw upon when the occasion calls for them 


8. Writing vocabulary 
n personal correspondence, notes and 


Informal: the words used i corr 
d personal diaries 


memoranda, an { 
Formal: the words used in more formal correspondence, busi- 
ness and professional material, and for publication 
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4. Potentia], or marginal, vocabulary 
Context: words which could be interpreted from context 
Analysis: words which could be interpreted because of knowl- 
edge of word form (prefixes, suffixes, roots) and be- 
cause of knowledge of other languages 


Understanding Vocabulary 


One understands a large number of words which he en- 
counters through the eye in reading or through the ear in lis- 
tening. An individual's reading vocabulary is the vocabulary 
he can respond to in reading through recognition of the word 
and comprehension of its meaning. Reading is not only recog- 
nition of words but it involves also getting meaning from the 
recognized pattern of symbols on a page. One can gain mean- 
ing from symbols only if he can bring meaning to the recogni- 
tion of those symbols. The meaning lies in the mind of the 
reader. It is likewise true that one recognizes and understands 
words he hears spoken. Those also carry meaning for him if 
there is meaning in his own mind which can be attached to or 
associated with the sounds he hears uttered. In both reading 
and listening, some word meanings can be gained from the 
context in which they appear even though the reader or listener 
has never encountered them before and might not know them 
otherwise. There are also words which can be interpreted be- 
cause their form is similar to known words or involves new 
combinations of known forms. Seegers calls this vocabulary 
which has not been learned but could be interpreted through 
content or form potential or marginal vocabulary. It will not 
need to be taught or learned in order to be recognized in situ- 
ations of use. More will be said about it later (24). 

An individual's reading and understanding vocabulary usu- 
ally is larger than his writing vocabulary. Only a portion of 
the words one may later write are included in the spelling 
vocabulary taught in the schools. Everyone learns some spell- 
ing through reading but the amount learned through associa- 
tions built up in reading differs greatly with individuals. An 
occasional person files away a mental image of the words he 
has read and can spell each of them thereafter. The majority 
of people lack such clear visual imagery and some gain rela- 
tively little spelling without more concentration on the form of 


The Significance of Vocabulary 223 


a word and the elements that make it up than they give to it 
in the course of reading. The inability to spell words needed 
only occasionally is compensated for by the development of 
skill in use of the dictionary, though the greater one’s independ- 
ence of the reference book the greater his ease and fluency in 
writing. There are undoubtedly words which are needed more 
frequently in writing than in reading but these would be rela- 
tively few in number. 

The extent of the vocabulary one responds to through lis- 
tening is also large. With children it undoubtedly exceeds the 
size of the reading vocabulary and forms the basis for the 
reading vocabulary. Unless the child has at least heard a word 
and learned to associate meaning with it he finds difficulty in 
learning to read it. This accounts in part for the difficulty chil- 
dren have in learning to recognize certain types of abstract 
and unpicturable words in learning to read. A child learns to 
recognize such words as dog, car, train, little, and pretty fairly 
easily. He can respond to the first three with mental images 
and emotionalized reaction; he likes a car, a dog, and a train. 
He can also respond to the words little and pretty because, 
while they have in each instance to be associated with some 
object they describe, at least he has feeling and ор s3 
actions to them in any situation in which they ан т S 
like what, which, and once, on the other hand, are difficult for 
many children to learn to read. It is true that they have heard 
the sounds many times in various contexts but when the word 
is pulled out of context for recognition purposes there is no 
mental or emotional image upon which to tie it. A child cannot 
think a what or a which or.a once. Those are among the links 
that hold sentences together and shape them dud pattern but 
they have little individuality in the mind of a child. — 

Words dealing with abstractions are among the last that a 
child learns to recognize and speak because bre т that 
go with them require a degree of maturity W. me is attained 
slowly. A child can at least partially understand words like 
love, punctuality, and friendship before he can understand the 
word patriotism because the former can be associated with con- 
crete persons and situations while the latter must remain more 


nearly a purely intellectual concept. 
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In any case, the learning of words and word meanings tends 
to be done on the oral level at first. Only after one has learned 
to read and has read a good deal can he begin to gain new 
concepts and new words direct from print without having had 
other experience with them first. 


Speaking Vocabulary 


The average individuals speaking vocabulary tends to be 
quite different from his reading vocabulary. It is informal and 
utilizes a good many words seldom found in reading material. 
This informal vocabulary includes many contractions such as 
won't and couldn’t and also the whole vocabulary of homely 
words used in the process of daily living. It includes the family 
modes of expression and the family words and idioms with their 
peculiar meaning. Children learn to distinguish between family 
expressions and those used outside the family. Many expres- 
sions are only used within a family group. 

The child’s oral vocabulary is of first importance in the ele- 
mentary school because it forms the basis for the development 
of the reading and writing vocabularies. Children need guid- 
ance to add new words to their vocabularies but also need 
experience, in quantity, to deepen and enrich the meaning 
values of the words they have partially learned. The more 
numerous the experiences the richer will be the meaning values 
of these words. 

As children grow and develop, they add to their potential 
speaking vocabulary words which they seldom use but which 
they can use if occasion demands them. The mature, well- 
educated adult can use in his formal speech any vocabulary he 
can respond to in reading. On formal occasions he is not lim- 
ited to the speech of daily living but goes beyond it to any 
type of specialized vocabulary — scientific, literary, or other- 
wise — which the occasion demands. Not only does the edu- 
cated person draw upon a wide vocabulary for more formal 
occasions but he also refines his usage to fit the more imposing 
occasion. The person of lesser ability who operates on a lower 
linguistic level would find it impossible to enter into some types 
of language situations because his language has not developed 
beyond the informal home-and-family-living level. 
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Writing Vocabulary 

The writing vocabulary of an adult may include, at least 
potentially, all of the words he knows in reading as well as all 
of the words he uses in speech. If he is a capable and experi- 
enced writer he spells most words automatically and for any 
that he is less sure of he has techniques for using the dictionary 
and other guides economically and resourcefully. Most indi- 
viduals, however, use a comparatively small proportion of this 
potential in their actual writing even though studies have shown 
that adults use different words in writing from the ones they 
use in speaking. Children, on the other hand, use fewer words 
in writing than in speaking. 

The words children use in their writing depend entirely upon 
the stimulus. They will attempt to write.and spell many words 
they have not been taught, if there is adequate motivation. 
They may be able to write some which they do not use. Be- 
cause this is true, it is impossible to get an accurate count of 
the number of words a child can write. The child writing to 
thank a relative for a gift may work out his own phonetic spell- 
ing of unlearned words which he wants to use. Probably one 
important caution to teachers is to avoid making spelling a 
clear-cut matter of right and wrong at first. A young child at- 
tempting to spell a word may start the word correctly, + nay 
spell some portions of it correctly, and be stimulated to a t 
effort by commendation for a good try but discouraged y the 
arbitrariness of the teacher's red-penciled markings which con- 
demn the whole effort because а portion of it is ‘wrong (7). 
An individual's writing vocabulary, as well as other ne of 
his vocabulary, tends to grow throughout life. The school does 
not serve as the child's only teacher though it is responsible 


for both motivation and a good foundation. 
i lar 

Potential or Marginal Vocabulary | 

The potential vocabulary of an individual includes all the 
words he could interpret because of his background of knowl- 
edge and experience with other words. as of the ан 

interpreted because ої the context in whic’ 
vocabulary can be interp ые) Wend у 


it is used. If one has studied 
potential area includes a good many words. Knowledge of 
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other languages, particularly Latin, enlarges the potential vo- 
cabulary. Some studies have thrown a little light on this 
aspect though it is impossible to actually measure potential 
vocabulary (23). 


STUDIES OF SIZE OF VOCABULARY AT DIFFERENT AGES 


The extent of a child's vocabulary at any age depends upon 
a number of factors. Obviously, the quicker the mind the more 
words the child will learn. The majority of intelligence tests 
tend to be largely language tests. They test both native intelli- 
gence and learned responses. A child is dependent upon oppor- 
tunity and experience in the learning of language. Harry, the 
son of parents of low mentality, had an exceptionally meager 
vocabulary on entrance into school but the speed with which 
he acquired new concepts and new vocabulary indicated ability 
to learn. The child had acquired all the vocabulary that was 
available to him in his meager environment and all that his 
preschool experience afforded. When more was available he 
absorbed it readily. An intelligence test, administered when 
Harry entered school, would have shown an exceedingly low 
mental age. A few months of enriched experiences and careful 
attention to the growth of vocabulary through those experi- 
ences brought about rapid mental development. Native capac- 
ity and environmental experience both play a part in vocabu- 
lary development but the child is dependent upon opportunity 
and experience, regardless of his capacity. In this realm, en- 
vironment and experience appear to have the greater influence, 
since a child with a slow-learning mind may gain proportion- 
ately more vocabulary in a privileged environment than can 
the child of good ability in a seriously restricted environment. 

Many people have studied the growth of vocabulary in 
comparatively recent years. Parents have recorded the early 
vocabulary growth of their own children and a number of re- 
searchists have made studies of the vocabulary of various 
groups of children in order to determine the extent of vocabu- 
lary at different age levels and the rate at which children ac- 
quire vocabulary. All research in vocabulary development 
encounters certain practical difficulties. It is not too difficult 
for an adult living in constant contact with a small child to 
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record each new word the child uses. Serious difficulties arise 
when the vocabulary total becomes unwieldy and especially 
when the child begins to spend a portion of his life apart from 
the adult and subject to influences the adult cannot follow nor 


control. Studies of the уоса 


bulary of children beyond the home 


years are based on samples of vocabulary. Here the conclu- 
sions reached depend upon: 


iy 


study. There is evidence that socio- 
economic level, background of experience, the place of the child 
in the family constellation, and a variety of other factors influence 
the findings with regard to vocabulary. 

The methods used for determining whether or not a child knows 
a word. Should the criterion be ability to define the word or is it 
sufficient for him to demonstrate some knowledge of the word by 
pointing to a picture or selecting one item from a multiple choice 
list? Should he know various shades of meaning and be able to 
use the word in a variety of types of sentences or is success at one 


point satisfactory? 

The way in which the examiner defines a word as a unit of measure- 
ment. Shall all the forms of the word walk be counted as one word 
or shall walk, walked, walking be counted as three words? Is the 
word spring a single word or shall spring meaning the season, 
spring meaning to leap чр, spring meaning a bubbling fountain of 


water coming from the earth, and spring meaning the mechanical 
device used in t hair or a car be counted as 


he upholstering ofac c | с 
four separate words? Certainly, from the teaching point of view, 
bear meaning an animal, bear meaning carry, and bear meaning 
tolerate are three distinctly different words. Thorndike, in his 
Teacher's Word Book, treated each of these words with its various 
forms and meanings as one word (30). More recent studies have 
considered the matter of s 


emantics and counted each separate 
meaning as a separate word. 


The method of selecting the sample of words for a vocabulary test. 
Samples taken from word lists or from the dictionary have been 
selected by the page method — the first word on alternate pages, 
or some such plan. that the larger the dictionary 
used for the selecting 0 the greater the proportion of 
commonly used words and words which have a variety of mean- 
ings. Smaller dictionaries allot relatively less space to these words. 
The sampling method used by Seashore and his co-workers which 
utilized an unabridged dictionary probably gives a more accurate 
estimate of vocabulary size than studies which drew their sample 


from a smaller total list. 


The group selected for 
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STUDIES OF THE VOCABULARY OF PRESCHOOL CHILDREN 


There have been many studies of the language growth of 
preschool children. Since this is the period during which the 
child acquires a working command of the common words 
needed in everyday living, any study of language development 
is in a sense a study of vocabulary. Probably the best known 
and most important studies which have béen made are these: 


Mary M. Shirley (26) studied the language growth of twenty-five 
babies from birth to two years of age. Observations were made at 
frequent intervals during the early weeks and less frequently dur- 


ords used by children in kinder- 
en stimulated by pictures, and 


tests, and mothers in the home gui 
the more than twenty years since its 
in the order of frequency of use in 


These studies deal wit 
age. Other studies have dealt with 
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for 886 children during play periods of 30 to 45 minutes. It 
was found that the most common concepts dealt with mother, 
home, father, and siblings. At least half the concepts recorded 
seemed to arise out of the common needs of children. The study 
calls attention to the importance of the function of language to 
express wants, desires, and feelings (25). 

New studies of the vocabulary of preschool children are 
badly needed. Most children of today have many vocabulary- 
building experiences which were not available even to privi- 
leged children in the 19205 and 1930's when these earlier 
studies were made. Children today travel more extensively in 
their parents’ cars and have a wider range of firsthand experi- 
ences. Many of them watch television, with varying degrees 
of guidance, for daily periods of time. All of them have radio 
in their homes. Many have extensive collections of children’s 
books — even those children whose libraries are built exclu- 
sively from the racks at the supermarkets, ten-cent stores, and 


bus stations. It seems quite probable that today's preschool 


children understand and can use a much larger vocabulary than 


children in the 19205. 


BULARY OF SCHOOL CHILDREN 
es have indicated vocabularies, 
han the earlier estimates. The 
the two which follow. 


STUDIES OF THE VOCA) 
Some of the more recent studi 
at all grade levels, far greater t 
most significant of the studies are 
i i i ^s writing vocabularies. He analyzed 
Mn ара выс seal children in ане one 
through eight, a total of more than 6,000,000 running gore and 
found the writing vocabularies at the various grade levels to yie 


the following totals: 

А. 

М под 5891 8,976 9,976 11449 11,304 e xe 
> > P. 


In thi derived forms, abbreviations, and contractions 
we all pu" ет words. Only baby talk, slang, provincial- 
isms, colloquial expressions, trade names, and proper names, except 
very well-known terms, were deleted. Letters, expositions, original 
stories, poems, examination papers, and other materials were sent 
in from schools all over the United States, supplemented by records 


of conversations of first grade children. 
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Mary Katherine Smith (28) used a test devised by Seashore and 
Eckerson, administering the test to the first twelve grades. The 
test used a systematic sample taken from an unabridged dictionary, 
in this case the third word down from the top of the left-hand 
column of every eighth page. This gave a total of 331 basic words. 


The results of the test are given in terms of basic words and deriva- 
tive words (19, p. 4). 


TABLE 2 


Vocabulary Figures Taken by Seashore from 
the Study of the Vocabularies of Public 
School Children by Mary Katherine Smith 


GRADE Basic Derived Total 
1 


16,900 7,100 24,000 
2 22,000 12,000 34,000 
8 26,000 18,000 44,000 
4 26,200 18,800 45,000 
5 28,500 99,500 51,000 
6 31,500 18,000 49,500 
7 35,000 20,000 55,000 
8 36,000 20,000 56,000 
9 38,500 94.000 62,500 

10 40,200 27,300 67,500 

1l 43,500 29,500 73,000 

12 46,500 33,500 80,000 


The average growth in total is а roximately 5000 words per year 
from the first through the twelft з 4 E dei 


ting vocabularies are 
ularies but they, too, 
© much of the writing 


much smaller than understanding vocab 
are far larger than earlier estimates. To 
done by children in the traditional school is limited to assign- 
ment and prescription which Bive children little or no oppor- 

rds they might like to write or might 
Were encouraged to write what they 
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chose upon topics which really interested them. The restric- 
tions placed about the writing were often similar to the one 
imposed by an inexperienced student teacher in a second grade 
who told the group to use, in the letters they were eager to 
write, only words they were sure they could spell. The chil- 
dren’s vocabulary of words they were sure they could spell was 
so limited that the entire group was reduced in a very few 
minutes to using their pencils for chewing rather than writing. 
When they were offered help with spelling words they did not 
know, they returned to the writing with evidence of great relief. 
There was no lack of words to express their ideas but the 
teacher-imposed restriction cut off the flow of words. 


ТО ELEMENTARY TEACHERS 
d lists which are useful to elementary 
the most part, studies of 


WORD LISTS USEFUL 


There are several wor' 
teachers even though they are not, for 
the actual vocabulary of elementary school children. They are 
useful as check lists in the teaching of spelling and in the selec- 
tion of basic reading vocabulary. The most valuable of these are 


listed by Russell (17, pp. 192, 193). 


Buckingham and Dolch (1), in A Combined Word List, combine and 
show the overlapping of eleven word-count studies. This is one of 
the most useful of the lists of frequently used words. 


Dolch (2) in the chapter on “Sight Vocabulary” in his book, Teaching 
P oni Reading, T tves two word lists. One is a list of 220 words, 
omitting nouns, that are highly useful as a basic sight vocabulary; 
the other is a list of 95 commonly used nouns. This is a useful check 
list for remedial work and for work with slow-learning children. 

Fitzgerald (4), in an article in Elementary School Journal, “The 
ААХ hi Children's Letters Written in Life Outside the 
School," gives a list that may serve as a guide in the teaching of 
spelling. 

Gates (5) studied the hard spots in common words. His book, A List 
of Spelling Difficulties in 3876 Words, indicates also the grade level 
at which various percentages of children knew the meaning of the 
words on a multiple-choice test. 

Gates (6), in his A Reading Vocabulary for the Primary Grades, lists 
approximately 1800 words which should ordinarily appear in the 
basic reading vocabulary of the primary grades. This has been 
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widely used as a check list in the preparation of textbooks for the 
primary grades. 


8) was a pioneer in the preparation of word lists. A Basic 
writing Иа, while it Ux NM in 1926, is still valu- 
able. It contains 10,000 words commonly written by adults and 
would therefore be more valuable for older children. 
Rinsland's study (16) has been mentioned earlier. His publication, 
A Basic Vocabulary of Elementary School Children, lists over 
25,000 words and gives, by grade levels, the frequency of occur- 
rence of each in children's writing. 


Stone’s Graded Vocabulary for Primary Reading (29) lists 2164 
words selected from those appearing most frequently in twenty- 
one each of pre-primers, primers, first readers, second readers, and 


third readers published between 1931 and 1941. The words are 
graded into ten reading levels, 


Thorndike and Lorge (30) 
Words extend the well-kn 
in 1921 and the 20,000 
volume lists words in ter. 


in The Teachers Word. Book of 30,000 
own word lists from the 10,000 published 
published in 1932 to 30,000 words. This 
ms of their frequency as found in 1,000,000 
2000,000 running words. Thorndike studied 


ar or spring as a single word without any 
reference to differences in meaning. 

It is worth while to 
well as the uses to which they can be put. They tell us the fre- 


them acquire th 
those learning experiences, 


SEMANTICS 


The term semantics has со; 


me into common use among stu- 
dents of language in fairly г 


ecent years. It deals with meanings 


The Significance of Vocabulary 233 


and their evolution in language. Interest in semantics grows 
out of the realization that a large number of words have many 
meanings and that meanings change with the evolution of 
thinking. Children come upon new meanings for words they 
recognize and find it impossible to make sense of what is heard 
or read because they cannot fit the meanings they know for 
the word into the context in which the children find it. Chil- 
dren must learn that fair does not always mean "just," the mean- 
ing they have probably learned first. They must also attach 


meaning to it in such word patterns as “a fair-haired child,” “a 
fair day,” “going to a fair,” 


' and “a fair piece of work"— mean- 
ings only moderately good. 

Hildreth quotes a Frenchman who said, in relating his ex- 
perience in studying the English language, *When I discovered 
that if I was quick I was ‘fast, that if I was tied up I was fast, 
that if I spent too freely I was ‘fast, and that not to eat was to 
fast, I was discouraged. But when I came across this sentence, 
"The first one won one one-dollar prize; I gave up" (7, p. 88). 


The number of concepts children are expected to acquire is 


far greater than the number of separate words they need to 


learn to read, write, understand, and speak. | 
In addition to the problem of the meanings found in a dic- 
tionary for a single word, words have special meanings for indi- 
viduals as a result of their own experiences. Almost everyone 
can list certain names he likes or dislikes for people. One person 
likes the name Jane or Harold because he has liked all the Janes 
and Harolds he has chanced to know; another person dislikes 
the names because he associates them, consciously or uncon- 
sciously, with people he has not liked. The word dia p 
to people has a sinister meaning in many parts oft e wor d. 
» and "conservative mean different 


The words “progressive 
E create different emotional re- 


things to different people and і о 
ee An American and a Russian using the word “democ- 


racy” i uite different. 

АП egn вош ШО ar words cannot be defined exactly be- 
cause each person reads into them the meaning they have for 
him as the result of his experience. Teachers need, therefore, to 
be as sure as possible that children understand what is said to 
them and what they read. Also we need as teachers to listen 
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carefully for the meanings the child uses. Children need plenty 
of opportunity to talk what they read in their own words so 
that the teacher may know what they are thinking as they read, 
and to what extent they understand the meaning that is there. 
Anything that involves abstract language will always be a 
source of difficulty to a child because concepts of abstractions 
develop late and require many contacts in different settings. 
Figurative language is always troublesome and requires ex- 
planation and use in a variety of situations before it takes on 
any meaning. 

Children cannot tell an adult, in many instances, which 
meanings they lack in dealing with a topic or reading a selec- 
tion. They are in the position of the child with poor vision who 
is asked whether he can see an object well. Since this vision is 
all he has and all he has ever known, he cannot tell whether he 
sees the object adequately; only as corrective measures are 
applied through glasses or treatment can he look back on his 
previous condition and realize how handicapped he was. It is 
the task of the teacher to work with the child closely enough 
and give him sufficient Opportunities for expression through 
informal discussion, art expression, dramatization, and every 
other available and suitable avenue so that she detects vague- 
ness and lack of clear understanding and can set the child on 


the right track. 


A LANGUAGE GROWS AND CHANGES 


A language is not a static thing. It lives and grows. Its forms 


are not fixed but developing. Teachers need to realize this and 
teach it to children as th: 


children encounter this 
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people have come to know that the word means a form of 
writing. 

Older children are greatly interested in exploring a subject 
of recent development to see what new words it is adding to 
common use. Aviation has not only added new words like 
aileron and fuselage but has added new forms for old words. 
We have come to accept the word contact as a verb as well as 
a noun. To say that we “contact a friend” has become accepted 
usage. Sonic and supersonic are words that were unused by 
most people until the production of jet-propelled airplanes. 
The war has added words that will probably remain a part of 
the language. Any surprise attack of any sort may be labeled 
“blitzkrieg.” Words are borrowed, or used in new forms, as 
d to fit new needs. Children in the 
middle and upper grades can find great pleasure in tracking 
down sources of words that interest them, in studying their 
derivation, or the history of the uses to which the word has 


been put. 


well as new ones create 


THE DEVELOPMENT OF VOCABULARY IN CHILDREN 
Vocabulary development appears to take place quite slowly 


at first, th idly through the preschool period. A num- 
jew led а to the fact that the child 


ber of Је have ca 
eae a, language development while he is put- 


remains on a plateau in 1 
ting his energy and attention into learning to walk. After such 
a plateau, there is apt to be rapid progress т vocabulary 


development. Р 

Both preschool and school-age children are dependent upon 
experience for vocabulary development. Drever is quoted as 
saying that in the growth of children’s vocabularies, “environ- 
ment affects the nouns, interest affects the verbs, and mental 
grip is shown by pronouns, adverbs, prepositions, ge ыы 
tions” (13, р. 20). Watts interprets Drever to mean t at “if you 
want to increase the number of nouns which a child can use 
the best way to do it is through an enrichment of his material 
environment, while the surest way of enlarging his stock of 
verbs is by extending his practical interests (82, p. 40). He 
assumes, of course, that there is someone at hand to supply 
the language that a child needs in each new experience. 


236 The Language Arts in the Elementary School 


Direct emphasis on vocabulary building begins with the 
child's first year in school. In nursery school all experiences 
add new vocabulary because the child at this age is acquiring 
the basic vocabulary of everyday experience. In kindergarten, 
careful attention is given to learning the vocabulary of school 
living and of group co-operation. All of the types of vocabulary 
building experience found in the elementary school begin in a 

' simple form in the kindergarten. Attention is given to the new 
words in all types of work and play experience, in songs, stories, 
and poems, and in excursions and sharing situations. As the 
children build a train, the teacher may turn their attention to 
pictures showing the various parts of a train — engine, Pullman 
coaches, passenger coaches, dining car, flatcar, refrigerator 
car, caboose, and all the other units, They talk of the conductor, 
the engineer, the brakeman, the maintenance crews, and the 
Passengers. Firsthand experiences through a visit to a train, 
photographs, picture books and perhaps a film, stories, poetry, 
songs, block construction, dramatic play, and conversation all 
serve to build and reinforce words and meanings. An advanced 
group may even build a picture glossary, allotting a page or a 
Space on a chart to each new word and illustrating it with a 
drawing or a picture cut from an old magazine. 

Teachers in the primary school have d 
attention to new words and giving them І 
that make them a part of the children’s equipment. A child 
announced to his first grade teacher one morning, “My mother's 
back! She's been to a convention." Another child asked, *What's 
a convention?" At Sharing time the teacher suggested that the 
child repeat his news to the group. They talked about the word 
convention, wrote it on the board, and used it in a variety of 
ways. Then the teacher recorded it on a chart headed, ^New 
Words We Have Learned." A second grade group keeps a file 


for new words. Big index cards are filed alphabetically in a 
box. As new words are encountered, each i 


evised ways of calling 
the emphasis and use 


words in their writing may refer to the cards. 


The Significance of Vocabulary | 237 


Picture dictionaries are now available in quantity so that a 
copy of several may be added to the classroom library. If a 
new word does not appear in the picture dictionaries, the 
teacher may look it up in the junior dictionary on her desk and 
read or translate to the children the meaning that is given. 
Children can be introduced in many ways to the services ren- 
dered by a dictionary so that when they reach the middle 
grades and are mature enough to begin the more concentrated 
work leading to mastery of dictionary use, the motivation for 
learning has been built. | 

А number of means of 
in the following list: 


developing vocabulary are summarized 


nd discussion, stopping to give attention 
tion and the interest make it advisable 


] which they can understand 


1. Informal conversation а 
to words when the situa 

2. Reading aloud to children materia а 
and enjoy and which enriches and supplements their own reading 
as well as adds to their appreciation of their cultural heritage 

3. Reading textbook material with the children when it is difficult — 
reading and talking, talking and reading — to make vague and 
unfamiliar ideas clear ones through association and application 
to the children’s own experience 

4. Taking field trips to gain firsthand experience. Both careful 
planning and the follow-up activities are essential for the com- 


plete experience 


5. Using films and other (ур 
the study and add to its values 
6. Expressing new meanings graphically through various art me- 


diums 


es of auditory and visual aids which fit 


7. Dramatizing words Very simply, as in the old game of charades 
or through a more elaborate play 


to keep individual records of new vocabu- 


8. Encouraging children 
lary 

9. Keeping group recor 
experiences 


ds of the new vocabulary found in various 


10. Giving attenti hades of meaning, to colorful words, to 
Е ention to sha А де à 
P НЕ ds, to words that are especially vivid and effective 
11. Е ; Лагеп to discover meaning from context and 
ncouraging childr ing with the dictionary, at times, to 


perhaps to check their meaning v 1 
determine their success 1n deducing meaning 
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12. Working various types of exercises which meet the need of the 
group or individual; there are many kinds: 
- Working with prefixes and suffixes 
· Searching for synonyms and antonyms 
- Checking in a list all words of like derivation 
- Completing sentences by adding suitable words or word 
groups 
е. Matching words and definitions А 
f. Fitting words into categories: animals, things to eat or drink, 
words describing people, words dealing with measuring. 
Keeping lists of these in the classroom to help with writing 
5. Word-meaning tests 
rapid happy slow fast race 
18. Carrying on dictionary activities 


14. Reading, reading, reading. The more the children read the more 
meanings they learn, 
Reading things one is interested in 
Reading easy things for fun 
Reading anything and everything that adds to the values of the 
things one is doing or studying 
Reading to build new interests 
Reading newspapers, magazines, 
that adds interest to living 


Во ср 


books, catalogs — anything 


Words and meanin 
life is made. The hig 
portant they b 
hold on their i 
in words and 


55 comprise much of the stuff of which 
her the level of civilization the more im- 
ecome. If children are to live richly and to lay 
intellectual inheritance they need vast resources 
meanings to draw upon. 
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Making Readers of 
Children 


The task of teaching the child to read has 
claimed the attention of teachers, parents, and experts for a 


long time. Innumerable books have been written about чой 
to do it and quantities of textbooks have been developed to ai 
in the learning process. h 
Concepts of methods of teaching reading have gone throug) 
many stages. The evolution of the concept of reading itself is 


interesting and significant. It has progressed from the early 
concept of readin 


elements which 
reading as thin 
eye picks up a 
and applicatio 
thought of as 
through repet 


yearning, as he has for growing 
big and strong so that he can hold his own with the people 


, and learning to talk so that he can communicate 


with them and gain help in meeting his own personal needs 
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and desires. The fact that reading developed late in the history 
of mankind is proof that it is not an inherent growth need but 
rather a need that has emerged within the culture into which 
the child is born. If he had been born a few generations earlier, 
or even today in a part of the world in which the culture 
remains primitive, he might not need to learn to read in order 
to live a fairly satisfying life. Now, in our culture, he must not 
only learn to read but learn to want to read if he is to live at 
all richly or even adequately. 

Reading is not just a skill but rather a resource for fuller 
living. That concept changes the emphasis in the teaching of 
reading from mechanics to meaning, from the acquisition of 
mechanical skill to the development of ability to gain meaning 
from symbols and to think with it, interpret it, and use it for 
personal and social ends. The quality of an individual's reading 
is not determined by the degree of mechanical skill he has 
attained but by the quality of personal satisfaction and enrich- 
ment that he finds in the experience of reading. | 

Since this is true, learning to read is not a task for the primary 
grades, nor even for the elementary school, alone. It is really a 
lifetime task. The elementary school teaches the child to recog- 
nize and interpret the common material of the English language 
as it appears in stories and in the content of social studies and 
science material, arithmetic problems, and other types of writ- 
ten material with which the child is called upon to deal during 
these years. He cannot learn to read chemistry, higher mathe- 
matics, psychology, economics, Or all the other intellectual 


matter into which he may be drawn in later years. To learn to 
hese areas would do him no good 


deal with the vocabulary of t 

until he has occasion to use the vocabulary and has developed 
the background and the maturity for understanding it. All 
Б continue to learn to read as 


individuals who are real readers 
long as they live and continue to read. They expand and deepen 


their vocabulary of words and meanings and polish and refine 


their skill through continuous experience with reading. | 
ttain in learning to read is 


The success which children а rr reir Ё 
closely related to the satisfaction they find in their experience 
that children must encounter words 


with reading. It is true à 
many times in the process of learning to read before they react 
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instantly and accurately with the meaning that fits each symbol 
pattern. This obvious need for repetition has caused many 
teachers to put children through endless hours of wearying, 
boresome drill in order to gain rapid recognition of words. 
Other teachers have found that children learn better when they 
are provided with fresh contacts with words in new content 
and in varying context. They find that repetition can come 
through contacts of many sorts, not just over and over again 
in the same context or in isolation on flash cards and chalk- 
board, or in workbooks. The interest and challenge children 
find in their learning experiences colors their progress at all 
points. 

Mere reading of textbooks is not enough reading to make a 
child a real reader. Children must read far more material than 
that to become rapid and skillful readers and gain satisfaction 
from reading. Recognition of this fact is found in the appear- 
ance of central libraries in modern elementary school buildings 
as well as classroom libraries in all classrooms from kinder- 
garten through the sixth grade. Children are encouraged to 
read widely in material which fits their interests and level of 
reading ability. Through this wide reading they gain practice, 
grow in satisfaction and enjoyment in reading itself, and come 
to think of reading as an essential element in good living. 


There is an occasional child who beco: 
in books 


self to r 
dren у 


mes keenly interested 
and stories at an early age and practically teaches him- 
ead, but most children need to be taught. Many chil- 
atch adults reading and become deeply interested in the 
mysteries of a sheet of paper which can tell an adult so much 
about so many things. The stories his mother reads, the good 
food she puts on the table, the baseball games his big brother 
talks of excitedly, and the news his father discusses at dinner 
all appear to have their origin in black marks on a white page 
A child who lives in a home where reading is obviously a part 
of the fabric of living is interested in learning to read for 
himself. A child who comes from a home where reading is less 
а part of family living will have to develop his initial interest 
in reading at school. 

Most children require a great deal of motivation and guid- 
ance over a long period to carry through the developmental 
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task of becoming a reader. Learning to read is not a series of 
hurdles to be leaped at designated grade levels. It is a steady 
upward progression, beginning slowly and on a small scale but 
gaining momentum and fanning out all the while to take in 
broader and more varied possibilities. The same general princi- 
ples operate at all points in the developmental process, though 
the material and the emphases differ according to children’s 
needs. The evidence is clear that pushing children faster than 
they are ready to go and forcing them to meet prescribed grade 
standards is devastating to learning morale and does far more 
harm than good. Children have their own best ways and rates 
of learning. When these are respected and each child is given 
the guidance he needs, the learning is highly gratifying. 

Russell, in a yearbook on reading in the elementary school, 
describes six stages in reading development: (1) the preread- 
ing stage, from birth to sometime in the first grade, (2) the 
beginning-reading stage, (3) the initial stage of independent 
reading, (4) the transition stage which tends to come at the 
age of eight or nine, (5) the intermediate, or low-maturity 
stage, and (6) advanced stages of reading which are attained 
from the seventh grade onward (15, pp. 19-22). 


THE PREREADING STAGE 


During the years preceding first grade, a child makes rapid 
growth in understanding and using words. He learns them 
through listening and through the association of words with 
experience. He learns to guess the meaning of many unfamiliar 
words through the context in which he hears them. If he has 
had experience in listening to stories or to tales of the experi- 
ence of others, he can follow the development of an incident 
or story. During these early years he develops skill in visual 
perception, in identifying and reproducing sounds, and in lis- 


tening to directions and following them. ч а, 
researchers, and reading specialists 


A good teachers, 
in both. England and the United States have analyzed the 
components of readiness to succeed cues em B, 
tail Е in a number of books (5, 9, 10, 11, 12). 
ailed material appears ante Bod Бузса] Po s 


There is general agreement © 8 
normal vision and hearing are important elements. Examina- 
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tions, previous to entrance to first grade, can detect ме С 
vision problems so that they can be corrected as far as possib е, 
and so that the teacher can be informed of any needs mani- 
fested by the child for special attention and care. If social 
development has reached a stage where the child is comfortable 
with other children and the teacher, it is easier for him to give 
concentrated attention to the reading experience. Reasonable 
development of emotional stability and maturity also makes it 
easier for the child to learn to read. A vocabulary of words and 
meanings gained from experience and abilit 
tences commensurate with 

Mental age for success 
cussed at length for a nu. 
and a half years has oft 
Actually, the mental age 
type of learning program. 
ing at their own rate and 
as they need them and w 
good beginning with readi 
of six and a half years. 
be put through a rigid, 
higher mental age may 

Durrell is convinced 


y to speak in sen- 
his age are assets of importance also. 
in beginning reading has been dis- 
mber of years. A mental age of six 
en been listed as a prime requisite. 
required for success varies with the 
If they are helped to grow into read- 
helped to build the skills they need 
ithout strain, some children make a 
ng before they attain the mental age 
On the other hand, if children are to 
drill type of program, a considerably 
be necessary for success. ‹ 
that four basic elements loom larger in 
readiness for reading than any other factors (6, p. 42, 43). Two 
essential skills are visual and auditory discrimination of word 
elements. A child who can see and distinguish difference be- 
tween them and then, cat and cut, boy and toy, or who can 
identify the common m-m-m sound in mother, make, my, and 
Mary has sufficient visual and auditory discrimination to begin 


two other factors Durrell considers 


There is no doubt but t 
in all children who have 
is nothing mysterious a 


hat readiness for reading can be built 
nearly normal mental capacity. There 
bout readiness. It is the product of 
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experience and maturation. Harris offers a number of sugges- 
tions for building readiness when handicaps and lacks are 
observed and diagnosed (9, p. 52-59). Waiting for a child to 
be ready bears little fruit and is frustrating to teacher and 
parents and discouraging for the child. An active program of 
guidance to build the elements of readiness that are lacking, 
makes success in reading possible for all children who have the 


mental capacity to learn to read. 


THE READING PROCESS 
Monroe lists four things that one does as he reads (14, p. 171— 
174). (1) The first step, for both children and adults, is word 
perception. One recognizes the words; this word is what, that 
one because, and these into the house. (2) Comprehension is 
the second part of the reading act. One puts meaning into the 
words. The meaning is not in the black marks on the page or 
the white marks on the chalkboard. The meaning is found in the 
mind of the reader who recognizes the words. Though a child 
may recognize the word fair, he will not comprehend it unless 
he can put into it the special meaning called for in the sentence 
he is reading. (8) Reaction is another essential element in read- 
ing. The reader reacts intellectually or emotionally or probably 
both. His reaction is based on his experience and is entirely 
personal. He reacts favorably or unfavorably — this material 
he is reading is true to life or it is not; he likes the character 
and his action or he does not; the style of writing or the story 
do not. If his reaction is highly unfavorable 
the material aside; if it is favorable, he may 
more of it. (4) Integration takes place also. 
kinds — integration of the ideas into the 
on of the parts of the 


please him or they 
he may wish to lay 
push on eagerly for 
It is really of two 5 
reader’s total experience and integrati ; : 
material into a balanced whole with its elements in perspective. 
The reader who misses the main point of an exposition or 
debate or fails to grasp the most significant elements in the 
material he is studying, has probably failed to ма а Ы. 
being presented and put them into perspective. | | 
Reading is a thinking process. Word perception is the starting 
point but only that. Children need help with word perception 
and recognition but they пера еўапапоге Help wath the thought 
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processes that are essential to real reading. Only as they master 
these can they find the satisfaction in reading that spurs them 
on to higher and higher attainment. 


THE BEGINNING-READING STAGE 


Children learn to talk in their own good time through the 
experience of living with talking people and gradually discern- 


ing the power that lies in speech and language. Efforts to force 
talking are fruitless and result in less, no 


attainment. Some children talk earlier an 
who are not actually defective are talking successfully when 
they enter school. There is reason to believe that the same sort 
of timing can be found in the matter of learning to read. Those 
children who talked early are apt to lay hold on reading earlier 
than those who were late in developing speech. It appears true 
also, that the late developers in speech will be as successful in 
learning to read as they were in learning to talk, if they are not 
made to feel uncomfortable and inadequate about their reading 
through forcing and insistence that they fit into a time pattern 
that is unnatural for them. One of the major objectives of all 
who teach beginners in reading should be to find better and 
better ways to help children to grow into reading. 

The beginning-reading stage is a stage in which experience 
begins to include reading material in various forms. News on 
the chalkboard, captions for pictures on the bulletin board, a 
list of the characters needed to dramatize a story, a list of volun- 
teers to do classroom chores and housekeeping duties, signs on 
the fire station that was built of blocks, and any number of 
other uses of material pave the way to reading. Experience 
utilizes reading in many logical and sensible ways that are 
simple enough to make the values of reading clear to the chil- 
dren. The written symbols for words take on meaning because 
the child knows and uses the words as he needs them. 

In English as well as American classrooms a first step in the 


ild’s story under- 


t more, of language 
d some later but all 


paper and let him 
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compose messages to their mothers or notes to absent class- 
mates. They watch the words take form under the teacher’s 
hand and know what they say because the words are their own. 
They compose stories and accounts of experiences to be re- 
corded on the chalkboard or on a chart and begin to think of 
reading material as ideas and experiences of people put into a 
pattern of marks on a surface. They learn to recognize their 
names and a number of the words which are repeated in the 
written material and to read the meanings represented by the 
familiar word patterns. The teacher’s major emphasis in all of 
this is on what reading is and on the meaning it carries. 

As the teacher reads back to the children what she has writ- 
ten for them, she draws her hand under the lines to accustom 
the children to the left-to-right directional progression of 
English writing and reading. Children do not need exercises in 
workbooks and dull drill to learn this. Eyes tend to follow a 
moving object, and the motion the teacher demonstrates as the 
children help her read what they have composed, conditions 
their eyes to the left-to-right pattern of progression. 

The beginning stage of reading is slow because the concepts 
the child develops of the reading process and his attitude 
toward reading are far more important than the number of the 
words he can recognize. Slow beginning with the emphasis on 
interest and enjoyment of reading pays large dividends in the 
end. The emphasis from the beginning is on the gaining of 
meaning, not on the saying of words. Word recognition must 
be accompanied by thought-getting or the recognition has no 


value. | 
The first reading books children use, the preprimers, have no 
What story there is, is in the 


real story content in the words. 
pictures and in the running comments the teacher makes as she 


helps children put meaning into the words. The story is really 
in what she says and the questions she asks, not in the words 
underneath the pictures. Reading the restricted vocabulary of 
preprimers and primers сап be dull and uninteresting to an 
alert, eager child, or even to a dull child for that matter, unless 
the teacher puts forth effort to read interest into the material. 

Repetition of new increments of reading vocabulary is, of 
course, necessary. But there are two basic ways to gain repeti- 
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tion. One may repeat the same words over and over again in 
isolation or in the same context, or one may encounter the words 
and therefore repeat them in new contexts. Realization of this 
has caused much drill with flash cards to give way to reading 
more and more of simple preprimer and primer material in 
which the essential words are repeated in new contexts — in 
stories of children, of turkeys, of farm life, of everyday commu- 
nity experiences, and interesting experiences of all sorts. 
Children begin very early to recognize new or partly new 


words in a variety of ways. Russell lists seven ways used by 
both children and adults: 


a. The general pattern of th 


е word; for example, the word dog 
might look like 


b. Special features of a word, such as a double ¢ or the tail on the 
word monkey. 


о 


‚ Similarity to known words —if the child knows pail, he may 
derive mail. 


d. Recognition of known 
as mailma 
faster. 


€. The use of context clues — an intelligent guess at the words 
from the meaning of the sentence. 


The use of pictures as clues somewhat similar to meaning. 
5. Some phonetic and structural analysis of the word (15, p. 145). 


parts in words — in compound words such 
п, or seeing small words in large words, as fast in 


f. 


Some children notice similarities and differences in words 
from the very beginning. Peter says, "That word begins the 
way my name does,” and the teacher has the children think of 
as many words as they can beginning with the p sound. She 
writes each on the board so that children can see and hear the 
same beginning sound in Peter, paper, picture, pet, and Patricia. 
Perhaps they say the tongue-twister about Peter-Piper to help 
the children isolate the sound and fix it in mind. Attention is 
called to similarities and differences in sound and symbol pat- 


terns whenever opportunities arise that would be fruitful of eye 
and ear training. 

All good modern reader series and the teacher’s guides that 
go with them offer help in planning a systematic program of 
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word-recognition skills. Such programs have to be adapted to 
the needs of groups and individuals but many types of sugges- 
tions are offered. The work need not all be done in readers — it 
can fit into any reading or language situation in which it would 
be profitable if it does not interfere with emphasis on thought- 
getting or other values more important at the moment. 


THE INITIAL STAGE OF INDEPENDENT READING 


This is the stage in which a child begins to recognize some 
words from context or from their similarity to known words and 
to use independently some of the phonic clues he has been 
taught to recognize. At this time he should have access to a 
quantity of material which will catch his interest and which 
carries a low enough vocabulary load so that he can gain mean- 
ing from it. A child at this stage takes great delight in his 
growing power and will give it an immense amount of exercise 
if the material at hand is suitable for his level of skill and of 
sufficient variety so that he can find material that interests him. 
With sensible and Consistent guidance, children make rapid 
progress during this period. It is a critical period, because too 
difficult materials, poor teaching techniques, or pushing a child 
too hard may have disastrous results (15, p. 20). 

The bulk of the systematic attention to word recognition 
techniques, particularly phonics, falls in second and third 
grades, or at least after children have gained a clear concept 
of reading as thought-getting and have a fund of words they 
recognize with ease. Some children learn quite rapidly to use 
what they know of phonic elements to decipher unfamiliar 
words. For other children, phonics seems almost impossible to 
learn and apply until more maturity is gained through a variety 
of kinds of language and reading experiences. Too much em- 
phasis on phonics or too early emphasis, may result in slow, 
laborious deciphering of words Which decreases interest in 
learning to read and is highly detrimental to emphasis on the 
thinking aspects of reading. 

Authorities on reading agree that knowledge of the sounds of 
letters is useful in deciphering many unfamiliar words. The 
consonant sounds in English are fairly dependable and most 
children learn to recognize these sounds without difficulty. 
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Vowel sounds are more difficult — the sound of long a is spelled 
in fourteen ways in words commonly used in English and some 
combinations of vowels are phonetically undependable. The 
words containing ough carry too many sounds to be taught 
phonetically — cough, though, through, thought, bough, thor- 
ough, etc. And there are no rules that will help children to 
pronounce accurately sew and few, break and freak, done, 
gone, and lone and many other combinations that look alike 
but are sounded differently. 
Most teachers teach children to use a combination of meth- 
ods in learning to recognize words. A phonic method is used 
where it fits; a word is learned as a sight word if that is the 
most.helpful and economical method of learning it. 
y education in the Ministry of Educa- 
ked whether English teachers used 
of teaching word recognition. Her 
be? English is not that kind of 
language!" English as well as American teachers teach children 


to use phonics wherever such an approach would be helpful 


but help the children to utilize 0 
more serviceable. All of the methods Па 
utilized in school as they are needed, just as they are in life 
outside school. Children are taught to glean meaning without 
analysis of words where that is possible but to resort to analysis 


1 it i d helpful. 
ео a [ difficulty what they need of 


Most children learn without | ) 
phonics. But the child who comes to school articulating sounds 
incorrectly is often a child who does not hear sounds accurately. 
It is quite possible that for him emphasis should be placed on 
a more largely visual approach to reading to compensate for his 
inability to hear sounds accurately. Also, the child of low 
mentality will gain little or nothing from work on phonies and 
will be unable to grasp апу o£ it and apply it independently 


until he is older than other children. 
"e proces oe learning to read should not be a steady up- 


ward climb with no opportunities to stop to enjoy one’s gains. 
Children, during this period, need quantities of easy, interest- 
ing reading material. They need to read and read so that they 
encounter many times, in many types of stories, all of the com- 
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mon words of English that hold together our sentences whether 
one is reading a letter from a friend or a treatise on atomic 
energy. Those common “glue” words should be read many times 
in all sorts of material until they are recognized instantly and 
and the child can give his major attention to the key 
ue content of the piece he is reading. 
mary children and should have 


a distinct place in the daily program. That does not mean that 
children should be asked to read aloud material that everyone 
élse has also read. The best motivation for good oral reading is 
an opportunity to make a real contribution — to read to others 
material that is new to them and will therefore have interest 
and value for them. | 

Being able to recognize words does not always result in good 
oral reading. Oral reading is good when the reader has the 
meaning and the mental pictures it calls up so clearly in mind 
that his words cause others to conjure up similar mental pic- 
tures and to think similar meaning. A child who rarely uses 
complete sentences in his talk, or who rarely, if ever, speaks in 
complex or compound sentences, will find it difficult to read 
such sentences aloud. Rarely, at this stage, will a child be able 
to read aloud better than he talks. бет 

Grouping for reading сап be of many sorts and organized on 


i i r i d on 
Г times, reading groups will be base 
анис lar levels of reading skill. Some- 


similar learning rates or 5111 ! 1 
times T be drawn into groups for special help with 
techniques which they need to develop. At other үш oio 
in story content draws children together — those wh: ks to 
read about penguins join one group and d n 
cowboy or farm stories join another ор. га а х ~ g 
children can get together in pairs or in sma clusters to s are 

le grouping adds to interest 


stories that interest them. Flexib ue = i 
and makes it possible for teachers to meet individual and group 


2 L ri 7 H а H 
(m ie der teachers are working toward highly indi- 
vidualized programs of reading beyond the de eri e 
with opportunity for children to select the materia i hey m 
to read. Self-selection results in a high level of interest an the 
teacher then helps the child to read the material of his choice. 


accurately 
words that furnish the uniq 
Oral reading is enjoyed by pri 
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Children come to her individually for brief periods of help with 
the materials they are reading. Some people fear that children 
will not make progress unless the teacher reads with each child 
each day. Yet individual help for even five minutes on alternate 
days is often more help in the course of a week than each child 
is given when he is a member of a group of ten children. The 
factor of self-selection of material holds the interest at a high 
level and results in greater gains for many children than group 


teaching could possibly bring. The teacher, as a result of her 
individual work with the chil 


record of each child's 


interested in education are asking per- 
aterial for growing children be color- 


John Hersey, speaking for the par. 
ents of Fairfield, Connecticut, in an article in Life magazine 
asked that question. ° Dorothy Thompson is quoted in an 


essing fear that literate young people 
s to real literary values. ** Many teach- 
ers have wondered whether the kind of materi 
young children may n 
of boys who do poor 
stories in today’s rea 
interest of six- 


of. subject matter? 


A good reading program for the primary grades will include: 
(1) emphasis upon helping children with techniques which 
make them independent readers; (2) Opportunity to read 
widely in material which interests them; (8) Opportunity to 
y. “Why Do Children Bog Down on the First R.” Life. 
°° Education Section, Time, October 8, 1956, р. 83. 
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share their reading with others; and (4) opportunity to listen 
to the teacher’s reading aloud of stories that stretch their inter- 
est and imagination on to higher levels and encourage them to 
read material of better and better quality and provide them 
with an example of good reading to strive toward. 

From the very beginning, the teacher will be alert to diag- 
nose the problems of each individual child and to find ways to 
remedy them. Children need not become “remedial” reading 
problems if their needs are met as they arise. Children who 
learn rapidly need challenge and opportunity to make rapid 
progress, lest they lose interest and become content with a 
lower level of performance than they are capable of. Slow- 
learning children need to be protected from undue pressures 
and from experiences that undermine their self-respect and 
confidence in their ability to learn. Children with special vision 
and hearing problems need teaching techniques adjusted to 
their needs so that their unimpaired senses can be made to 
he senses that do not function adequately. 
They can learn to read, but guidance should be tailored to their 
individual needs. All children would learn to read if they could. 
It is the task of the school to study each child and find the best 
possible ways to help him achieve up to the level of his capacity 


to learn. 


compensate for t 


р ADULTS 
reads. Teaching children how to 
making readers of children. There 
y basic education in this country 
hildren how to read has been a 


READING IN THE LIVES OF CHILDREN AN! 


A reader is a person who 
read is not the same thing as 
has been a system of compulsor 
for many years and teaching с 


fundamental point of emphasis int 
even today. Pda of readers. A reader is not a person who 


Е read. In many schools, 
can read; r is a person who does т i | 
вай; «дей Е а almost exclusively on teaching chil- 


emphasi lace А у 
aes ea Ue has been little emphasis on teaching 
them what to read and what to read for. Perhaps this is one 
of the reasons why the out- f-school reading of many children 
includes little or nothing beyond the comics: ше guy 
is that children appear to recognize no shortage m T per- 
sonal lives as the result of this restricted and insignificant in- 


hat system; yet ours is not, 


258 The Language Arts in the Elementary School 


take. If children are to regard reading as an essential part of 
the pattern of satisfactory living, they must learn to use it as a 
method of solving their problems, of adding the understanding 
and knowledge they need to attain desired ends, and of increas- 
ing the enjoyment, depth, and significance of life itself. There- 
fore, both the process of reading and the product must be 
satisfying. 
A look about his home community is all that is necessary to 
convince even the most casual observer that there is relation- 
ship between the level of reading ability an individual attains 
and the kind of life he leads. A person who reads widely and 
well can enter into personal and vocational enterprises where 
success is dependent upon the ability to learn from printed 
material. A person who must depend upon direct, personal 
experience or upon listening to the experience of others from 
their own lips or from verbal recordings will be limited to the 
interests, skills, and knowledge he has Opportunity to acquire 
through these means. His choice of vocation, the friends he 
draws about him, his leisure time pursuits, and even the neigh- 
borhood in which he makes his home are determined in part 
by his ability and interest in reading, Я 
Reading deals with meanings which are represented by arbi- 
ge. Mere recognition of words is not read- 
ging meaning to a page as well as gaining 
е. In fact, one cannot possibly gain mean- 
ing from a page, even though he can recognize or decipher all 
at are there, unless he can bring meaning : 
r on those symbols. Everyone recognizes 
derprivileged Six-year-old who has lived 


from experience to bea 
the fact that the un 


Serve as a substitut 
Occasionally, 
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stage of introversion in which he takes refuge in reading to 
avoid social contact and the wear and tear of actual experience. 
In his case, the meanings he attaches to the page are products 
of his own fancy, a part of the fabric of his own private world, 
not the everyday world of reality. Such an individual needs to 
be guided and enticed into real experience and encouraged to 
enter into social contacts, both for his own mental health and 
to enable him to paint the mental pictures of his book world in 
realistic forms and colors. 

A truly well-conceived developmental program in reading 
should make success possible for all children, within their own 
capacities and limitations, so that they can enjoy both the proc- 
ess of reading and the experience they gain through reading. 
They must grow both in reading power and in power and in- 
sight through reading. Children cannot be highly motivated by 
intangible or long-deferred goals. They live and think largely 
in the present because they have not yet had the experience 
nor developed the maturity which are necessary if they are to 
comprehend a distant goal and the long-term program of action 
which is required to reach it. They must find some ааа 
in reading at each step in the learning process. Their growing 
skill must be a means to increasingly satisfying ends — ends 
which they can recognize and understand, or they will not 


S у dll for further experience. 
poe pen hink of reading as pleasurable ex- 


The child who comes to t 

perience enjoys reading and wants to ue т ш у ere 
the more easily he reacts to the content о ems ing a е 
more satisfaction he gains from the process. a he та! en 
suitable in difficulty and the content ре Е ~ s 
interests, he finds pleasure in constructing t p ideas i рза E 
Because this is true his interest expands and обреда = eads 
him on to greater ease, experience, and appreciation. 15 pog 

bing upward at all points. 


Sal : lim 
ress is like a spiral, constantly с Ў 
The child ae lacks interest tends to be a slow, laborious 


reader. Consequently, he dislikes reading and кш У ae 
состане reads only what is үт өп ~ im; 
he has relatively little practice and therefore = геа A ing re- 
mains slow, laborious, and lacking in pora р. Tae Г, 
vicious circle; interest, ease; quantity and quality of exp ce, 
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appreciation, and progress remain on approximately the same 
low level. Add to this the fact that his general morale is lowered 
because he comes to feel that his achievement is less than that 
of other children, and he is in a difficult state indeed. The 
vicious circle must be cut into to stop its spinning before he 
can make any real progress. Development of interest, adjust- 
ment of material and expectation to possible achievement, and 
individual encouragement and help are needed if he is to suc- 
ceed. Interest and a measure of successful and satisfying ex- 
perience are essential to growth. 

Textbook reading alone is not enough reading to make a 
reader of a child. He must read more than that and reach the 
point where he reads of his own free will, because he wants to 
read, and in his own undirected time. Textbooks have value in 
a basic, developmental program but they cannot serve as the 
whole program. Wisely used textbooks, selected to fit the needs 
of individuals and small groups, are valuable in developing the 
foundation upon which the structure of self-education can be 
built. Guidance in reading should take the child into all sorts 
of materials: simple, informational materials, poetry, and many 
types of stories. In his independent reading, the child should 
have Opportunity to sample a wide variety of material, includ- 
ing science, historical material, stories that are true as well as 
the many good “could-be-true” stories. Humor has a place, as 


has adventure and mystery that is wholesome and on the child’s 
level of understanding 


Not all of the book 


Д 5 rate, and suitable for its pur- 
pose. Children sense sincerity, integrity, and consistency in 


books and respond to it favorably. Since children are in the 


т experience, for expansion, and 
ach the stage at which reading 
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skill makes it possible for them to read independently to further 
their interests, one finds that their purposes do not differ in kind 
from those of adults. They read for experience which they can 
enjoy and appreciate through the words of others. They read 
for personal expansion and growth, to add to their knowledge, 
answer their questions, and solve their problems. Such reading 
helps to provide the depth and fullness of life, the emotional, 
social, and spiritual security which all people, young and old, 
are constantly seeking. 

Teachers of intermediate grades have two major responsi- 
bilities in the teaching of reading: one is to help children ex- 
pand and refine their reading skill and adapt it to varying 
purposes; the other important responsibility is that of making 
readers of children. The majority of children have by this time 
developed the basic reading skills — they can recognize most of 
the words on a page, can figure out many of the unfamiliar 
ones, and can put meaning into reading material that is appro- 
priate to their stage of development. The reading tool is in their 
hands and they can use it, many of them with real satisfaction. 
Their need now is to further sharpen it and make it serve a 


variety of purposes. 


SHARPENING THE READING TOOL 
Adults use reading in а variety of ways and to serve wd 
purposes. Directions for carrying through a D are rea 
carefully, step by step. А housewife reads recipes НО. ап 
amateur “do-it-yourself” carpenter ог mechanic reads ic ae 
tions for the basement tool bench he is assembling or п е с "i 
he is refinishing; a business executive or à mus c E | h a 
plans and contract in this manner. Each of them rea s the daily 
newspaper more rapidly, skimming here, eR. Em i 
fully there. Technical articles and books are rea Pan uy HE 
attention to details while magazine stories, mur er узене: 
and novels аге read more rapidly for general senor mes 
story content. Every adult ое aily 
; er : 
needs and interests does а num i Р Пит RN 


Children in the elementary $C 
types read An arithmetic problem must be read carefully, 
D ] attention to detail. Directions for 


step by step, with carefu 
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performing a science experiment call for the same type of са 
ing. Reading social studies material calls for weighing ne E 
noting the main points in paragraphs and the Supporting de ai 
and putting them into perspective in one's thinking. Skimming 
may be called for in locating content for reports or to answer 
questions. Reading stories for pleasure is a different sort of 
reading. The mind follows the thread of the story and fre- 
quently gives little attention to descriptions and details except 
as they paint a background for thinking the main thread. 
Children need help throughout the elementary school we 
in learning to recognize the requirements of varying types о 
reading situations and guidance in adapting their reading tech- 
niques to those requirements. 
Intermediate 


development of 


take notes as they read, how to organize their material for oral 
ust be learned. Children need to 
te sources, weigh and check the 


nd analyze it for value. All of this 
nd teaching. 


The reading tool is shar 
ance, in many types of situ 
have in reading the better 

Some teachers and educa 


pened by constant use, under guid- 


ations. The more experience children 
they read. 
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stages of learning to read, though this is a debatable question. 
At any rate, teachers know that a child who is deeply interested 
in a subject will be able to read material on that subject even 
though it is more difficult than his usual reading material. 
Conversely, if he is not interested in the subject, even material 
of a level ће is capable of handling will be read poorly or laid 
aside as too difficult or too uninteresting to struggle with. 
Interest and background of experience may be more important 
in the selection of reading material than a carefully controlled 
vocabulary. 


THE TRANSITION STAGE IN LEARNING TO READ 

The transition stage which children tend to reach in grades 
three and four is a critical stage in learning to read. The child 
is reading an increasing variety of types of material but his 
process and his comprehension of meaning are immature. His 
reading may be slow and his comprehension lacking in clarity 
of meanings and mental images. It is almost inevitable that 
many children at some time during this period become im- 
patient with their skill because they cannot keep up with their 
interests. There is also danger that a child may become satisfied 
with this kind of immature reading and not advance to more 
mature forms. Guidance which helps a child to learn to read 
many types of material for many purposes causes him to leave 
behind his primary grade habits and develop ways of reading 
that are more mature. Growth does not take care of itself but 
requires careful guidance and teaching. 

It is still sadly true that many teachers begin at this stage to 
assign material in readers and other textbooks, provide time for 
the children to “study their lesson” and then “hear” the children 
read or recite what they have worked out through their own 
inadequate methods. Such a procedure is not teaching and 
does little or nothing to improve a child's methods or his com- 
Prehension. Many children read little better after a year of 
Such work than they did at the beginning of the year. АП 
children need help with techniques and with thought-getting 
if there is to be real gain. They need help in relating what they 
read to what they already know and in reacting thoughtfully 
and analytically to what they read. And they need help in 
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making material come to life so that they can enter into it and 
enjoy it. 

Children at this age need to use reading in many types of 
situations and for many purposes so that they become increas- 
ingly aware of the possibilities and the values of reading. They 
can explore the local resources for reading materials and begin 
to develop independence in finding the materials they need to 
serve their purposes and feed their interests. 


THE NEED FOR WIDE READING 

Children of elementary school age should dip into many sub- 
jects and explore a wide range of types and styles of writing. 
This is a period in which interests are being built and tastes 
formed, Some children show definite preferences at an early 
age and read quantities of the type of material they like. This 
is not always good material. A child may run to series books for 
a time, reading book after book of similar material — often 
harmless but also of little literary or intellectual value. Some 
children live through a period of nothing but comic books or 
books of doubtful quality and content. There are children who 
enjoy material of good quality and read quantities of it, but all 
of one general kind or on one topic. 

It is important that children be allowed to select their own 
material for wide reading but there is need for guidance and 
the opening up of new possibilities. A child cannot know what 
he may like until he has some experience with it. Teachers can 
introduce new topics and new styles of writing to children 
through reading aloud books that the children might otherwise 
pass by. Perhaps a book should be read to children in its 
entirety. Sometimes, merely reading an introductory chapter 
and calling attention to interesting content which follows, will 
Sharpen children's interest. At times, telling a bit of the story, 
or giving children the setting for it, will send them off to read it. 

It is important to arrange with children means of recording 
the books they read. One teacher keeps a file of five-by-eight 
inch cards in a box on her desk. As each child finishes reading 
a book, he and the teacher together record the book on his card. 
This gives the teacher opportunity to talk with the child infor- 
mally about the book, to discuss an interesting character, to 
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ir reactions to parts of the story, or to chuckle 
ier з amusing А It is not a quiz session but 
a sharing of experience, yet it gives the teacher opportunity to 
learn whether the child really read the book and what it meant 
to him. This plan also affords the teacher opportunity to help 
the child make his next selection, Perhaps they go to the shelves 
together to look for possibilities or the teacher may suggest 
books for the child to sample. A boy in a fourth grade had read 
many books dealing with science. The teacher called his atten- 
tion to the fact that all of his choices were valuable but of one 
kind. She took him to the shelves and pulled out books of a 
variety of kinds, Suggesting that he lay aside his interest in 
science for a time while he looked into other fields. The books 
she suggested included a humorous tale, a gripping story, some 
material dealing with history — а. wide variety. The boy will- 
ingly made his selections for a time in other fields before return- 


ing to his much-enjoyed science. 
LATER STAGES OF READING 


During the intermediate or lo 
reaches the point where he can 


ment of the element 
and refining of skill 
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interests. These are important years for reading growth and 
development. This latter period never comes to an end. The 
individual who enjoys and uses reading is forever adding to the 
effectiveness of his techniques as he utilizes them. He adds 
more and more of knowledge and experience as well as more 
resourcefulness in gaining knowledge. His ability to interpret 
what he reads grows more mature as he matures in judgment 
and power. 

It is the responsibility of the elementary school teacher to 
teach children how to read, to guide them in learning what to 
read and what to read for. The wealth of material available 
makes it possible for teachers to meet the needs of all children. 
There is plenty of material of all sorts to help the gifted child 
expand his experience and his knowledge to the limits of his 
capacity. There is also carefully written material of high interest 
level but low level of difficulty for the child who learns slowly. 
There is material to feed special intellectual interests and mate- 
rial to develop emotional maturity. For both teacher and chil- 
dren, the reading experience can be highly satisfying. 


UTILIZING RESOURCES FOR LEARNING 

Throughout the years of the elementary school, children 
should become increasingly aware of the resources for learning 
and for enjoyment that are available through reading. All chil- 
dren need to be introduced to the library at an early age and 
helped to find and utilize its resources with increasing skill and 
satisfaction. Library experience begins with the classroom 
library, expands to the school library, then to the public library. 
Eight- and nine-year-olds can begin to use a simple card cata- 
logue as soon as they have learned to follow an alphabetical 
system. Other resources for library reference are introduced as 
the children are ready for them. 

Dictionary use begins with picture dictionaries and simple 
alphabetical files in the primary grades. In the fourth grade, 
children are given special help with the use of a junior diction- 
ary and begin to develop the dictionary techniques they will 
continue to use throughout life. Children are taught to use 
encyclopedias, the atlas, almanac, and resource material of 
many sorts through carefully planned lessons and a follow-up 
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of consistent guidance until the resources can be used easily 
and effectively. All of this requires careful planning and sys- 
tematic teaching. Skills do not develop of themselves. 

How to take notes, to make simple topical outlines, and to 
organize material into a unified whole — all this must be taught 
during the later elementary school years. Children learn under 


guidance to read critically and analytically, not to accept mate- 


rial at face value as they tended to do in the earlier grades. 
All of this calls for rea 


ding with children and helping them 
to do the kinds of thinking that are necessary until they are 
capable, individually, of doing it independently with effective- 
ness and economy of effort. k 
The rate of learning will vary greatly from child to child 
during these years. Gifted children will achieve independence 
early and slow-learning children will require patient, consistent 
guidance over a period of years which extends on up into the 
secondary school. Part of the work children do with resource 
material will be individual work and part group work. Children 
can learn to help each other. It is good for able children who 
are potential leaders to learn to help and guide others who 
learn more slowly. Every child who has abilities which can be 
used in leadership needs to learn how to be an acceptable 
leader. He needs to learn how to guide and help others so 
thoughtfully and sympathetically, without domination, impa- 
tience, or intolerance, that he brings out the best in others and 
causes them to reach a higher level than they could without his 
help. These abilities and attitudes the gifted child must acquire 
under guidance and helping other children use resources for 
learning affords valuable Opportunities for such growth. Slow- 
learning children need experiences which build up their interest 
in learning and their confidence in their own powers, not ex- 


periences so far beyond them that they lose interest and faith 
in their ability to learn. 


GUIDANCE THROUGH READING 


A teacher who knows well the children in her class, knows 
their strengths and weakne 


sses, their conflicts and problems, 
can often guide them through reading into self-understanding 
and new attitudes toward themselves and others. Reading 
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stes The Hundred Dresses will help children to 
CX: dee the feelings of the child rejected by her group 
because she dresses poorly. Doris Gates Blue Willow and 
Marguerite D'Angeli's Bright April will help them understand 
the migrant child and the child who differs in color. There are 
books to help children who have no experience with stable 
homes and loving parents to understand and appreciate what 
home can be so that they will want something better for them- 
selves and their children when they grow up. There is an in- 
creasing number of books written to help the adopted child, the 
child placed by the welfare department in a temporary foster 


home, the child who is blind, and other children whose lives 
differ 


from the usual pattern, adjust to life as they find it. 
Teach 


ers need to know both children and books in order to help 
children to understand themselves and to face up to life as they 
find it. 
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Beginnings of Written Language 


To release free and genuine self-expres- 
sion and at the same time to cultivate the skill necessary for 
writing with correctness and ease, “to make a child a minstrel 
of his own free spirit and a careful scribe as well’— these are 
two seemingly antagonistic aims which have troubled other 
good teachers as well as the Bronxville four who have given us 
the benefit of their years of experimentation in their book, They 
All Want to Write (17). The fact that writing is a task which 
many adults evade or put off as long as they can is proof enough 
that the majority of teachers have been more concerned in the 
past with making children careful scribes than with making 
them minstrels of their own free spirits! In fact, concern with 
“correct” writing has completely overshadowed and crowded 
out all else in the writing experience of many children. Chil- 
dren have been taught how to write when they had nothing to 
write, no need for writing other than the teacher's assignment, 
and no desire for it except the desire to conform to school 
requirements for the comfort and satisfaction that such con- 
formity may yield. 

Ability to express oneself either orally or in writing grows 
with the growth of interests one is eager to express. The child 
whose background of experience is meager and who lacks keen 
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and absorbing interests may learn to write material that is 
mechanically correct in form but will probably contain nothing 
that is worth reading. Schonell found, in his studies of back- 
wardness in children, that it was almost useless to carry on 
remedial work in writing techniques with the normal child who 
was retarded in composition (30). Interesting the child in a 
variety of activities and providing more active and enriching 
social experiences brought better results. The ability to express 
grows out of a sense of power and personal worth, a sense of 
having something to offer that will be of interest to others. It 
requires also sufficient sense of security and of being accepted 
and wanted by others to give the child the confidence to put 
forth effort to express himself. 

Burrows and her co-writers distinguish between practical 
writing and personal writing in guiding children in written 
language (10). Practical writing is done in any situation in 
which there is need for it. It includes the writing of invitations, 
notes to parents and others for various purposes, business let- 
ters, orders, memoranda, any type of writing that serves a pur- 
pose in the work the children are doing. Practical writing is to 
be read by people other than the writer and therefore must be 
written so that it can be read easily. Personal writing is for the 
individual who writes it, primarily, though it is often shared 
with others. Creative, imaginative writing of stories, poems, 
or plays would fall into this group — anything the child wishes 
to express. In the practical writing, the teacher furnishes what- 
ever guidance she feels the child is ready for and can use. The 


personal writing is the child’s own and is accounted satisfac- 
tory when it is satisfactor 


own on paper so that they repre- 
flavor of his thinking, 

writing develop separately, in a 
urposes, the child carries over, 
ed of techniques in the practical 
it fits and serves his purpose in 


sense, and serve different р 
gradually, what he has learn 
writing and applies it where 
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Throughout all good teaching of writing, the emphasis is first 
and always upon saying something that is worth saying and 
saying it effectively. 


FIRST EXPERIENCES WITH WRITTEN LANGUAGE 


A child’s first experience with written language may come 
in his home through dictating a message to his mother to be 
put into a letter to his grandmother or his father. Or the child 
may insist on a pencil and paper and scribble a bit, telling his 
mother, “Put this in Daddy’s letter. It says, ‘I love you, Daddy. 
Come home soon.” Written language usually begins with the 
writing down by an adult of the child’s spontaneous expres- 
sion. The earliest letters to Santa Claus are written that way. 
Some mothers are interested in preserving a child's spontaneous 
remarks as part of a record of his growth. 

In nursery school, the teacher may occasionally encourage 
the children to tell her what to write to a child who is ill. Four- 
year-olds would be interested in such a project and some three- 
year-olds might care to enter in. The teacher may take down a 
child's remarks about something he has created in order to 
include them when he shows his creation to his mother. Other 
bits of recording may be in order from time to time. The child 
becomes aware of the process and its purpose and may enter. 
into it spontaneously if it interests him. P че» Фу, 

Kindergarten children find frequent opportu іё to-dictate 
their ideas for the teacher to write. A child máy^wish to tell a 
Story about the picture he has made and hayeSit written be- 
neath or on the back of the sheet. Some child Phy be inter- 


ested in having the teacher write down the tories, they tell / 


about Christmas or any other interest or occasion and put them 


into their own book for the library table. The absence of achild\*_ А 
from the group may be the occasion for composing а letterzor 


there may be need to gain permission of the principal and the 
parents for a proposed trip. Dictating a note of thanks to a 
neighbor after visiting her flower garden or to a mother who 
has helped with a cooking project not only gives children a 
concept of how to write notes but also of when to write them. 

Normal development in learning to write does not begin 
with putting a writing instrument into a child's hands and copy 
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material before his eyes. Writing is a means to a variety of 
ends, not an end in itself. Written expression has value in terms 
of what is expressed and the purpose it serves. Children need 
to approach written expression first of all from the point of view 
of something to say and the need for saying it in written form. 


STEPS IN GROWTH IN WRITTEN LANGUAGE 


There are clearly distinguishable steps in developing the 
ability to express one’s thinking in written form. Some children 
will have many ideas but little notion of how to get them trans- 
ferred to paper while others may be able to write with a fair 
degree of ease and still others will be successful in the practical 
job of writing if the teacher will help with spelling, guide place- 
ment on the paper, and help with checking or proofreading. 
Such a sequence of steps as the one which follows cannot be 
allotted to age or grade levels because each child needs to live 
each stage until he is геаду to move on to the next (36). 
Dictation 


Spontaneous expression of ideas. The teacher takes the material 


down exactly as the child gives it or assumes responsibility for 
arranging it into readable units. 


Expressing ideas in thought units or sentences in such form that 
the teacher can put them down. 
Dictating sentence units more 5 
attention to the writing process 


Learning suitable expression for various purposes: modifications 
of form and tone for an invitation, a “thank-you” note, a business 
request, a note of congratulation or sympathy. 


Developing individual style. Learning to express one’s thinking 
in writing as colorfully and individually as in speaking. 


killfully and purposefully, with 
and the purpose to be served. 


Dictation with copying 


Dictating material for a purpose, but the child writing in the greet- 
ing, signature, or a sentence or two to make the material his own. 


Dictating, but the child making his own Copy, not using the teach- 
er's or a duplicated copy. 


Writing with all the help he needs 


Doing own writing, turning to the teacher for h 
letter form, Spacing, and other such matters, Th. 
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pression are the child’s own but the teacher gives careful guidance 
in the matter of form to make it suit its purpose. 


Doing own writing with less dependence upon the teacher, fewer 
requests for help. The teacher and the child check the first draft of 
the material together. The child then copies the material if the use 
to which it is to be put warrants it. 

Writing with increasing independence 


Writing with occasional help, and learning to use self-help mate- 
rials in doing practical writing, such as a dictionary and a hand- 
book of writing style showing forms for letter headings and other 
accepted patterns. Checking the first draft with the teacher and 
making a final copy, if need be. This stage is found in the inter- 
mediate rather than in the primary grades. 


Writing, independent reading for errors and points lacking in 
clarity, then checking the material with the teacher before com- 
pleting the final copy. 

In all of these steps, the emphasis is placed first and all the 
time upon content and purpose. It is important that children 
approach any writing project with interest and complete it with 
a sense of satisfaction in fulfilling their purpose. “Ever since we 
began expecting children to write only when they had a genu- 
ine interest or the earnest desire to do so, we have found them 
eager to write well.” So say the Bronxville teachers, and the 
record of their experience proves their point. 

What is true of oral language is true also of writing: that it 
develops best in a wholesome atmosphere in which children 
feel free to express their real thoughts and feel assured of 
genuinely friendly and sympathetic interest. When a child is 
relaxed and himself, he is much more able to express his 
thoughts. 


DICTATION: THE TEACHER SERVING AS SCRIBE 


Since emphasis on content of expression and purpose must 
precede emphasis on form, dictation is the essential first step 
in the program of written language. In the kindergarten and 
much of the primary school period the teacher serves as scribe 
for both practical and personal writing. Individual children 
begin to do their own writing as they are able to do so, but the 
teacher stands ready to take the child's dictation when it meets 
his needs, even after the stage of self-writing has begun. 
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Often, much of the early dictation is of imaginative stories 
or personal experiences the children wish to record. Sometimes 
it is a matter of group composition, with various children chim- 
ing in with thoughts they think appropriate and wish to have 
included. More often it is a matter of individual stories with 
the storyteller being accorded whatever time he needs to round 
out his story and bring it to conclusion. In the dictating of 
stories or poems the teacher takes down what the child says just 
as he says it, then reads it back for the child to listen to and 
make sure that it is just as he wants it. There is no attempt at 
teaching. This is the child’s own material and it is recorded 
as he wishes it. 

In the writing of practical material, the teacher may call 
attention to the form into which she is putting the material. 
ТЕ the purpose is a group invitation to another class to come 
for rhythms or a play, she may ask, “How shall we start our 
invitation? ГИ put ‘Dear Kindergarten Boys and Girls,’ here at 
the beginning so they will know at once that the letter is writ- 
ten to them.” The group may be guided in checking very care- 
fully to see that all the necessary information is given — day, 
time, place, purpose — so that there may be no mistakes. Then 
the teacher asks, “Now, how shall we end our invitation so that 
the children will know who sent it?” Throughout such writing 
the children’s attention is called to the steps in thinking and 
procedure as the writing progresses. They are developing con- 
cepts of form and the purpose served by the elements of form, 
even though they cannot yet write it down for themselves. 

Sentence sense is developed in this way, and the children are 
introduced to punctuation. Perhaps the teacher asks, after the 
salutation is written, “What shall we say first? Who will tell us 
a good first sentence?” If the words flow from the group too 
rapidly for the teacher to get them all down, she may call atten- 
tion to the problem. “I can’t write so fast. Let me finish this 
sentence first,” and she reads it back to the children. “Now I 
am ready for your next sentence, Carol.” 

Punctuation is introduced in similar manner. “That is the end 
of the sentence so ГИ mark it with a period. It is like a traffic 
signal. It means, ‘This is the end of this part?” Or, “He is 
asking a question, isn’t he? ГИ put a question mark here.” Or, 
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when a direct quotation is included, “Mr. Brown is talking in 
this part. ГИ put these marks here at the beginning and the 
end of the talking part so people will know just what Mr. 
Brown said.” The children are not expected to remember these 
details or when and how to use them. The frequent mention 
of them introduces the children to the concept of signs and 
signals along the way to help the reader to make easy progress 
and to understand clearly what is meant. Learning the forms 
will come later, but understanding and motivation for the learn- 
ing begin early and develop through many experiences. In all 
cases, the teacher reads the material back to the children so 
that they may hear what they have produced and make changes 
if they wish to do so. 

Dictation has a legitimate place in the language program as 
long as any child has need for it. Most children will be ready 
to try the writing of brief notes and other forms of practical 
material before they are ready to put down on paper their own 
creative, imaginative writing. In writing practical material, the 
purpose serves as a point of reference. If a child becomes lost 
in putting down a sentence or forgets what he planned to say, 
he can go back to his purpose and its needs and be set on the 
track again. Ifa child has thought through a story or conceived 
a plan for one, he may be unable to hold on to his sequence of 
` thought while he laboriously uses a pencil, struggling to spell 
the words he wants, and trying to remember how to form a 
letter he has forgotten. When he has told his story, so that his 
thinking has been captured, he is quite willing to put forth the 
effort to make his own copy of it. The words, the spelling, the 
form are all there in the teacher's copy, and he can give his 
full attention to reproducing it. 

Some children will start out bravely and enthusiastically with 
independent writing, but become discouraged because they 
are unable to spell many of the words they want to use. They 
lose the thread of thought while they try to figure out a possible 
spelling or wait for their turn for the teacher’s help. Other 
children become seriously fatigued with the combination of 
mental and physical endeavor and are ready to lay aside the 
material or to taper it off, omitting part of what they meant to 
say and ending weakly. If the teacher will serve as scribe for 
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the last few lines, the whole story can be rounded out to the 
child’s satisfaction. | 

Original poetry calls for dictation even after the children 
have reached a point at which they can write their own stories. 
Perhaps it is because it lacks plot and sequence and is thought 
of as a whole, that it is harder for the child to write. Perhaps 
it is because it is a unit and he cannot think it clearly in a 
pattern of lines. At any rate dictating is the children’s choice 
for poetry thoughts long after they have taken over the writing 
of their own stories, 

In the dictating of practical material, there is no problem 
with regard to the final form of the production because the 
teacher takes care of that as she writes it down. In writing 
children’s stories, and poetry also, the teacher assumes the 
responsibility for getting the material onto the page in readable 
form. When the child takes over the writing, his product may 
discourage him unless the teacher is alert to furnish all the 


guidance and help he needs in order to develop a feeling of 
satisfaction in his growing independence. 


DICTATION WITH COPYING 


Children can begin to 
material as soon as th 
ordination and eye 
possible. The introd 
The children first 1 


make their own copies of dictated 
ey have reached a level of muscular со- 
-hand-mind co-ordination which makes it 
uction to practical writing is a gradual опе, 
earn to write their names in order to care 
for their properties. The next step may be the writing of ыы 
randa to take home, copying the words “lunch money," “ban Р 
ing,” or “gym shoes” on a slip to remind them to tell mother o 
their need. The earlier notes of invitation or asking for per- 
mission which are prepared in first grade may be group com- 
position which is then duplicated so that each child can ka 
his name and take home his copy. Later, he can insert les 
greeting, “Dear Mother,” as well as his signature. Still ин 
portion or all of the letter may be dictated by each child indi 
vidually, so that each will copy his own original letter. 

The use of the new wick fountain pen designed for sign and 
chart writing has advantages over the use of the chalkboard 
for taking down material children are to copy. The writing can 
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be spaced on the newsprint sheet as children will space it on 
their paper. The distinct black-on-white is easier to see from a 
distance, or the sheet can be hung near the children who are 
copying it. The sheet can be put aside for later use, if need be, 
leaving the chalkboard for material of less permanent value 
which can be erased as needed. 

Teachers of young children become sensitive to the possi- 
bilities for writing in the activities children engage in and find 
a number of real uses for writing that do not overtax the chil- 
dren nor make writing distasteful to them. Young children 
should not be expected to write very frequently or very much. 
A great deal of time has been wasted in the past in trying to 
force immature minds and undeveloped hands to acquire writ- 
ing skill. Children differ in the age at which they are ready to 
undertake writing just as they do in learning to walk and to 
talk. Given encouragement to learn in their own good time, 
as they are ready for it, they learn to write successfully without 
strain and with real enjoyment of writing. 


WRITING WITH ALL THE HELP HE NEEDS 


When the child is ready to try his hand at independent 
writing, he needs a great deal of help, help which is given freely 
and promptly, if he is to continue to write happily and to keep 
working toward higher standards. Because of the many points 
which must be kept in mind, a child’s first stories which he 
writes for himself may be shorter and of poorer quality than 
the material he previously dictated. Teachers have devised 
different ways to get around to all the children in a group to 
give them adequate help at this stage. One method is to work 
with a relatively small group while the rest of the class carries 
on other activities. The teacher then brings these children to- 
gether in a corner of the room or around a table. As each child 
asks for a word he needs but cannot spell, the teacher writes it 
quickly on a slip of paper so that he can use it and go on imme- 
diately with his writing. Some teachers have tried writing the 
words called for, on the chalkboard, but this is less satisfactory, 
The fact that words have to be asked for in louder t А 

wor uder tones, since 
the teacher is stationed farther away, is in itself distracting, 
If the board has many words on it, the child may become lost, 
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or his word erased before he has finished with it. Also, it is a 
much more difficult task to copy from the chalkboard at a dis- 
tance than to copy from a slip of paper on one’s desk. If a larger 
group is writing so that the teacher cannot have them all close 
about her, she may group together those who will need the most 
time and help, and slip to the others at their places as soon as 
she can when a hand has been raised. 

The problem in the early stages of independent writing is to 
give the child the help he needs and to set up no restrictions 
which hamper him. Reference was made in another chapter 
to the unhappy experience of a group of second grade children 
who were about to write letters of appreciation to a poultry 
farmer whose farm they had just visited. They were eager to 
begin when the inexperienced teacher guiding them said, “Be 
careful to use only words you are sure you can spell.” The chil- 
dren started work bravely but each child found himself, almost 
immediately, in the midst of a sentence calling for a word not 
in his limited spelling vocabulary. Erasers were used vigor- 
ously as the children wiped out the sentences and tried again. 
Soon more pencils were being chewed than being used for 
writing. When the supervisor suggested that the teacher offer 
to spell the words they needed, the writing went on in earnest. 
Subjecting beginners to trying and frustrating experiences as 
they struggle to develop independence serves only to decrease 
their interest in writing and arrest the development of quality 
of writing and hold it at a very immature level. Satisfying 
experiences, on the other hand, add to the child’s sense of power 
and achievement and encourage him to go on working. 

A few schools about the country still cling to the habit 
of insisting that the child learn to do cursive writing in the 
second grade. It is just at this time that the children have 
reached the point where manuscript writing has become a tool 
which they can use with some degree of ease and confidence, 
Adding another form of handwriting at this time seems tragi- 
cally wasteful, from the point of view of overall learning. It is 
based upon the insistent conviction of some administrators, 
teachers, and parents that a child is not writing until he is 
using cursive writing. Actually, manuscript writing plays an 
increasing role in adult life and in various types of occupations 
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so that some individuals use only manuscript writing from 
choice. Experience and research have proven it to be a far 
better vehicle for the writing of children from six to nine years 
of age than is cursive writing. 

With many children, enthusiasm for writing their own stories 
begins in the second grade. In one school, a seven-year-old 
announced shortly before Christmas that she had written a 
Christmas story at home. The group was enthusiastic when she 
shared it with them and, spurred on by her success, she ex- 
claimed, “But this is only the first chapter. There will be lots 
more because I am writing a book.” New installments were ` 
written both at home and at school; some contained only a few 
sentences, others a page or more. Interest grew to the point 
that a number of children gave up plans they had made for 
gifts for their mothers to write her a “book” instead. Much of 
the spelling was phonetic and the sentences were not always 
clear but the enthusiasm was great enough so that the epidemic 
of writing continued unabated after the holidays. 

Writing may be combined with interest in drawing and the 
children may fit together stories and picture sequences as did 
Joanna in her story of “The Flea and the Girl,” reproduced in 
the Guide for Teaching Grades One and Two of English Is Our 
Language (86, pp. 89-98). Not all seven-year-olds show the 
feeling for a well-knit plot that is found in Joanna’s story but 
many are interested in a sequence of events. The quality of the 
handwriting is less important than that interest in writing be 
encouraged. 

A third grade group had spent several very delightful weeks 
in a study of the heavens. They had visited the planetarium and 
had enticed their parents into evening expeditions to a near-by 
hill or at least into the front yard to locate the easily identified 
constellations. Their writing took two forms: brief summary 
statements of facts that had impressed them, and poetry. The 
factual reports the children wrote themselves, then helped to 
duplicate them, each in the child’s own writing, so that every- 
one could have a copy to bind into a booklet. The poems they 
dictated. 

The teacher had read a variety of poems dealing with the 
heavens. One day, toward the end of the study, the children 
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gathered together the books that contained their favorite poems 
and the teacher reread all of them. Then she remarked that 
she would be glad to write down any thoughts they might have 
for poems of their own. Those who were not interested might 
return to other writing or to art work of any sort. Only a half 
dozen children left the group and they moved with considera- 
tion for the children who were deep in thought. A little girl 
said, “I have a good start for a poem: “Lady Moon, Lady Moon, 
You are like a gold, gold spoon——.” As she hesitated, another 
child added, almost instantly, “In the dish of the dark blue air.” 
There was a murmur of approval from almost everyone in the 
room. It was a delightfully intriguing word picture. They were 
off to a good start and more than half the children volunteered 
word pictures or poetic thoughts before they were willing to 
stop and go on to other things. Some children went about other 
work for a portion of the time and came back to hover over the 
group and listen when something they overheard caught their 
fancy. The teacher wrote each contribution as it was given and 
read it back so that its author and the others could savor it a 
second time. Later in the day, as they had time, the children 
made their own copies of their poems from the teacher’s hastily 
written copy. The interest in dictating poems continued for 
several days. A child might bring pencil and paper to the 
teacher at the lunch table, or at any other uncrowded moment, 
and ask that a poem be written. 


SAMPLES OF THE FACTUAL SUMMARIES AND POEMS 
WRITTEN BY A THIRD GRADE GROUP 


Lady Moon, Lady Moon, 
You are like a gold, gold spoon 
In the dish of the dark blue air. 


Martha and Ruth 


Over the hills and far away 
The moon is shining up in the sky. 


David 
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A child illustrates her writing. 
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The moon is hanging up in the air, 
The moon is shining among the stars, 
The moon is shining with all his might 
And ће sails across the sky so bright. 


Sandy 


Tue ECLIPSE 
The moon came to the sun to play 
He did because he came that way! 


Mary 


When there is an eclipse 

The moon comes to visit the sun. 
It must be fun 
To visit the sun! 

If I could go up and visit the sun 
It would be fun! 
It would be fun! 


Ruth W. 


THE BEGINNING OF INDEPENDENT WRITING 


The degree of independence in writing which can be at- 
tained by eight-year-olds in the third grade differs materially 
from child to child. Schonell found the level of attainment in 
oral and written English to be greatly influenced by the emo- 
tional life of the child, his level of social interaction with both 
children and adults, and his background of experience, interest, 
and knowledge (31). These played a larger role than intelli- 
gence, in many instances. The child whose experience has built 
in him a sense of adequacy and of personal worth will progress 
faster, regardless of intelligence, than will the child who thinks 
less well of himself and his capacity to contribute something of 
worth. 

Children who lack confidence and lag behind in expression 
activities need a variety of kinds of help. They need guidance 
and encouragement to play with children, to forget themselves 
and enter into all kinds of play experiences. If parents under- 
stand the problem they may find ways to enrich the child’s 
experience through trips, library books, home conversations 
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the gathering of materials, the encouragement of hobbies, and 
through welcoming -other children into the home. The school 
can add to the child’s experience in many ways and can help to 
build up the child’s sense of personal worth. 


CREATIVE EXPRESSION THROUGH LANGUAGE 


Creative expression is an essential part of wholesome all- 
round growth and development. School children do not add to 
the imaginative literature of the world anything of lasting value 
but they add materially to their own mental and emotional 
health through the production of even the crudest products. 
It is not for the product that creative expression is important 
but for the expansion of the child’s own inner powers and the 
deepening of his sense of his personal worth and integrity. 

Expression has come to be recognized as a valuable form of 
therapy. The armed services utilized a variety of forms of ex- 
pression, during the war period and after it, for the purpose of 
reclaiming shocked and confused minds and helping them to 
find in themselves the balance and power to think and achieve 
that are essential to mental health and personal well-being. 
Men and women who cannot stand up to life, who turn inward 
to avoid it or become warped by life’s pressures, have been 
found to be helped by the therapy of manipulation of materials 
which respond to their touch and will. Such creative manipula- 
tion helps to release them from the bondage of fears, frustra- 
tions, and sense of inadequacy which has reduced their mental 
and emotional powers below the level of their personal control. 

Psychologists and psychiatrists are using opportunities for 
play with toys and work with plastic materials as means of 
studying the problems of disturbed and poorly adjusted chil- 
dren. They are finding that, through expression, children por- 
tray their inner conflicts and sometimes succeed in relieving 
them. Teachers in England found, during the worst of the 
bombing, that children needed opportunities for expression 
more than anything else. Through such opportunities they re- 
leased tensions and fears which could be released in no other 
way. 

Classroom teachers interested in studying the imaginative 
expression of children frequently find a theme that is highly 
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revealing repeated over and over in a child’s writing. The timid 
child, in his story, is big and brave; the neglected child is pro- 
tected and loved; the child who is hungry for possessions has 
them in quantity. The child who is afraid of his father is tri- 
umphing over adults in his imaginative creations. There is evi- 
dence, in the writing of many children, of the need for release 
and for compensation for reality as they find it. 

The task of education is that of building in individuals 
strength and inner resources to protect them from stress and to 
develop them to the point of highest usefulness. Teachers will 
find few child geniuses in the course of a lifetime of teaching. 
There will be relatively few children who show promise of pro- 
ducing material for public consumption. All children need help 
to respect the resources of their own minds and to improve 
both the quality of their thinking and feeling and their skill in 


expressing them. 


THE CLIMATE FOR CREATIVE EXPRESSION 

The first requisite for any program which includes creative 
expression is, of course, a relaxed and happy teacher-child rela- 
tionship and wholesome, friendly relationships among children. 
Children are so highly sensitive to the emotional and social 
climate of a classroom that few of them can be persuaded to 
bring forth their inner thoughts and feelings unless they feel 
reasonably sure of sympathetic response. Children need assur- 
ance that their effort will not be laughed at, criticized, or made 
the subject of too much attention either from the teacher or 
from their peers. 

The second requisite is flexibility and freedom from pres- 
sures, A working environment which permits freedom of action 
and flexibility in the use of time and learning materials is far 
more conducive to independent initiative and original thinking 
than one which has a rigid time schedule and course of study. 

The third requisite is a wealth of experience. Children need 
the knowledge and insight that come from firsthand experience 
through trips out into the environment, when that is the best 
method of learning. They need constant contact with real life 
experiences in the classroom and an abundance of all sorts of 
interests and materials. 
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The fourth requisite is an obvious one, but one which teach- 
ers cannot afford to forget: experience with literature suited to 
the interests and needs of children. Children would have little 
interest in telling or writing original stories unless they found 
stories interesting and enjoyable. No child would think of cre- 
ating a poem who had not heard and enjoyed poetry. Children 
cannot create in a vacuum. Creation grows out of fullness of 
experience and the urge to share that experience. 

A fifth requisite might be mentioned, though perhaps it 
should come first: an alert and interested teacher. 


The teacher should cultivate continuously in herself an aware- 
ness of the meanings and wonders of everyday life. By being a 
vivid, colorful person, she stimulates children’s vigorous curiosity 
and joy in exploring new interests. This is the starting place for the 
accumulation of many meaningful experiences which are so inter- 
esting and vital to children that they want to talk about them. 
It is here that the teacher, watching very carefully for manifes- 
tations of the individual Spirit, gives enthusiastic appreciation to 
any evidences of original and unique expression. Thus children 


are moved to tell their thou hts in a way that is truly their own 
(17, pp. 7, 9). s DLP. та 


MOTIVATION FOR IMAGINATIVE WRITING 


Children derive motivation for imaginative writing from 
many sources and many types of experience. Some children en- 
joy stories and books so much that they want to produce some of 
their own. Other children are motivated by a particular experi- 
ence with an exciting or meaningful story or a poem that espe- 
cially pleases. Still others respond to a vivid personal experi- 
ence such as a tramp along a trail in the fog; the rhythmic 
motion induced by a windy day; or the beauty of color in a 
scene, a flower, or a sunset. Other children respond to the 
sound of music or the physical exhilaration of a race through 
crackling leaves or crunching snow. The spark that kindles the 
desire to write is unpredictable, and also, from the point of view 
of teacher planning, somewhat undependable. Often, enthusi- 
asm starts with a few children who have facility in writing and 
the strong desire for self-expression that leads to spontaneous 
writing. Others are intrigued by the process and pleased with 
its outcome and are stimulated to test its possibilities. These 
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children will need more help and encouragement than those 
whose interests set the pace. Ў 

Any efforts to force children into creative writing not only 
defeat their purpose but build emotional barriers against other 
types of writing as well. Giving children the necessary time 
and encouragement to grow into interest in self-expression 
through writing, produces more genuine and lasting interest. 


FORMS OF CREATIVE EXPRESSION 

Children differ greatly in the form of their creative interests. 
One child may bring in poem after poem while another child 
may prefer to take a few facts out of a history story and em- 
broider them into an extended tale. Children who enjoy expres- 
sion with crayons and paints can be encouraged to tell in writing 
the story of their pictures. 

Actually, any expression which is the individual's own is for 
him creative expression. This includes diaries, personal letters, 
and some types of reports. Elementary teachers have fallen 
into the habit of thinking of stories, poems, and plays when 
they think of the creative writing of children. Story writing 
predominates, though the expression of poetic thought comes 
naturally and easily for some children. Plays are written by 
individuals occasionally, though frequently they are written as 
group projects, participated in by several children or by the 
entire class. 

Writing personal letters to family and friends and “putting 
something of themselves into them,” is a form of creative, per- 
sonal writing children enjoy at many points in the elementary 
school. There are opportunities for announcements and reports 
which stimulate the individual or group to consider original and 
interesting methods of presenting the necessary material. Chil- 
dren like to combine illustration with text. Primary children, 
especially, enjoy decorating their letters, announcements, 
stories, and poems with illuminated letters, borders of design 
and color, or realistic sketches that illustrate the text. The inter- 
est is similar to that which operated in the Middle Ages when 
monks produced hand-illuminated manuscripts in the monas- 
teries, though the quality of the children’s decoration is crude 
and primitive. 
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EXAMPLES OF EXPERIENCES THAT STIMULATE EXPRESSION 


A first grade teacher took her class to look out of the windows 
of the auditorium balcony on a morning when there was a fresh 
fall of snow on the mountains in the distance, though the grass 
on the school lawn was still very green. As the children moved 
from window to window, looking and talking about the beauty 
of the new snow on the rocky peaks and the color contrasts, 
the teacher took note of the interesting descriptive expressions 
used by the children in their chatter, When they returned to the 
classroom, she said, “I was very much interested in some of the 
things you said as you looked at the mountains. Some of them 
sounded almost like poetry. Would any of you care to have me 
take down poems you think of as you think of the mountains 
with their fresh coat of snow?” The response was enthusiastic 
and the poems which resulted came from a number of different 
children. Some are scarcely poetic thoughts at all, while some 
have real beauty of imagery. Those which follow are samples 
which range from the least interesting to the most interesting 
of the group. Those who tried to find rhymes or to play with 
words produced little of value. Those who were concerned with 
word pictures or feelings were closer to real poetic thought, as 
is always true of children. Rhyme gets in the way of all except 
the most accomplished poets. 


The mountains are so high 
Га like to know why? 


Doran 


"Way up high 
Is the blue sky 
"Way down below 
Is the white snow. 


Bobby 


The moon is light 

The moon is bright 

The mountains are light 
The mountains are bright 
At night in the moonlight. 


Francis 
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It’s hailing 
It's snowing 
All over the town. 


Nancy 


When winter comes 

And the snow falls on the mountains 
It makes them all white 

And covers the trees 

And falls on the town 

And all around. 


Leonard 


Mountains look like castles 

They are funny castles 

Because they are all covered with snow. 
Below them are little men 

All running around. 

They are the town. 


Betty 


When I have a pillow fight 
The feathers fall all over; 
They are like little snowflakes 
Falling all over. 
When they have a pillow fight in the sky 
The feathers fall down all over the ground. 


Margaret 


The same group of children had a large school garden in the 
spring. The interest in poetic expression grew out of the 
teacher’s comment on a chant that had started spontaneously 
on the way to the garden one day. The child who was pulling 
the wagon loaded with tools chanted happily, “т pulling the 
wa - gon! I’m pulling the wa - gon!” Soon the entire group of 
thirty-eight was chanting with him. When they returned to the 
classroom the teacher remarked that the fun of the chant had 
made the trip to the garden especially pleasant. A little girl 
said, “I can sing what we did today,” and she sang “We pulled 
the weeds, and planted the seeds!” to an uphill and downhill 
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tune. This led to a variety of song and poem ideas, offered from 
time to time for several days and taken down by the teacher 
whenever they were offered. Again, most of them are word 
pictures. 

I like my velvet pretty pansies 

Because they have such long, long stems. 


Jean 


Pansies velvet! 
Pansies velvet! 

Sit up on their throne. 
Their leaves are green, 
Pretty things! 


Doris 


Bend, little flowers, bend! 


You are pretty when you bend. 
Call the wind to make you bow 
Like kings and queens at court. 


Isabel 


I have a garden 
Where the daffodils stand up straight. 
They look like soldiers 


Standing in a row! 


Margaret 


Grass green! 

Grass green! 

I like to play in the grass so green. 

I wish the grass were green every day 
Then I could play in.the grass every day. 


Isabel 


Frank Dempster Sherman's poem, “Daisies,” stimulated. a 
brief outburst of interest in dictating poems. One child said, 


“I thought of a poem that is almost like that." Two other poems 
followed in fairly rapid succession. 
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The stars are daisies. 

The moon is a lady 

Who comes and picks them every night. 
The flowers are white, 

The centers are round and yellow. 


Doris 


At night when I go to bed 
The stars are in the sky. 

The moon is the mother. 
She puts them all to bed. 
Then in the morning I know 
I know where they are. 


Isabel 


In the morning the sun is bright, 
And she is dressed in yellow 
And a yellow hat and coat 
And some little yellow shoes. 
In the night she covers her head up 
So it will be dark. 
Then in the morning 
She kicks the covers off 
And looks to see if it is a nice day. 
If it rains, 
She pulls the covers up again. 


Isabel 


Some third grade poems which grew out of interest in a 
study of astronomy and the reading of a variety of “sky poems,” 
as the children called them, were given earlier in the chapter. ` 


SOME TYPICAL PRIMARY GRADE STORIES 

Stories appear at almost any time. If the children under- 
stand that the teacher is interested in taking down stories that 
children wish to tell, they will come to her with them before 
school, at recess time, and at any time when she is not too bus 
to pause a moment and write for the child. The stories which 
follow are characteristic of these levels. 
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AN AFRICAN BOY'S ADVENTURES 


Chapter I - In Africa 


Once there lived a boy and his father. They lived 
in Africa. Once his father told him that they had 
no food in the hut. Then his father told him that 
he would have to stay and watch while he went 
hunting. While his father was hunting he heard a 
tom-tom beating. Then he saw warriors surrounding 
the hut. 


Chapter II - In the Jungle 


While his father was hunting in the jungle he 
heard his son tom-toming to him to come and save 
him from the warriors. After his father got the 
message he began to run. After he ran a long time 
he sat down. After a little rest he got up and 
began to run again. 


Chapter III - His Son is Missing 


His father ran and ran. Soon he saw the hut. It 
wasn't surrounded by warriors. Then he looked 
inside the hut. He did not see his son. Then he 
saw footprints and he followed the footprints. Soon 
he saw the tribe. He saw his son. 


Chapter IV - The Tribes Fight 


After his father looked a long time he decided he 
would have war on the tribe. Then he went back to 
his hut. He got his tribe ready to fight the other 
tribe. 


Chapter V - His Son Returned 


Then the father got his tribe ready to fight the 
other tribe. Then his tribe made a sudden attack. 
The other tribe lost the fight and his father got 
his son back and they lived happy ever after. 


Bernard 


A story written in five chapters by a third grade boy 
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SITUATIONS WHICH LEAD TO WRITTEN EXPRESSION 
A tremendous number of situations in the primary school 
can be utilized to stimulate dictation or writing. The Florida 
Curriculum Bulletin includes the following list: 
Dramatizing or playing games together in small groups (writing 
dialogue, directions) 


Conversation with friends (letters to absent friends about experi- 
ences) 


Going on errands (memoranda of directions, items to be purchased ) 
Taking messages (recording necessary information) 


Going on trips which make use of community resources, such as rail- 
road station, boatways, rides in train and boat, circus quarters, 
museums, farms, post office, fire station, airport, state parks, beach, 
turpentine still, radio station, walks about neighborhood (memo- 


randa for home, letters covering arrangements, thank-you letters 
to helpers) 


Having lunch together (menus, word games, and songs for after 
lunch) 


Planning trips or parties (letters, memoranda) 

Celebrating birthdays (letters, programs, games) 

Extending invitations (letters) 

Giving a program (writing script, arranging items) 

Using the telephone (copying number, making notes for message) 
Dyeing Easter eggs (writing messages to go with gift) 
Experimenting in science (recording observations) 

Sewing (imaginative writing for some children) 


Caring for pets, toads, fish, tadpoles, turtles, snakes, snails, uam 
(letters telling of experiences, facts about care of pets, diaries 
what is observed ) 


nat f е i t "m yee 
Fixing aquarium, terrarium, vivarium (writing messages to employ 
who cleans the room) 


Making collection for exhibit (labels, signs) АХ 
Growing things — watching seeds develop, caring for plans. (п ) 
Gardening (letters, records of observation, imaginative writing) 
Building — using tools and scrap lumber (directions, explanations) 


; "1i i ions, 
Using crayons, tempera paint, clay (following written piu 
writing for supplies, imaginative writing prompted by a p 
ence) 
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Tea party (invitations, imaginative conversations, events) 
Using library material (note taking on reading) 


Listening to a story, poem, music (writing down title of selection and 
writing imaginative thoughts prompted by literary or musical 
experience ) 

Retelling story and reciting poetry (imaginative writing as outgrowth 
of literary experience) 


Sharing experiences and things (letters, diaries, stories) (18, p. 186) 


GOALS FOR WRITTEN EXPRESSION IN THE PRIMARY SCHOOL 

Because of the nature of children and their real life needs 
for written language, goals in the primary school must, of 
necessity, place attitude, interest, and individual aptitude first. 
This marks the beginning of a long period of growth. It is far 
more important that young children sense possibilities, develop 
interests, and make a good start with growth than that they 
meet prescribed standards. The really important objectives for 
that growth are the following: 


Interest in the use of writing to serve various purposes 


Interest in self-expression through language 


Increasing interest in thoughtfully conceived material, whether for 
practical or personal use 


Increasing skill in dictating or writing clear and interesting thoughts 
A developing concept of a sentence as a unit of thought 


Increasing realization of the function of capitalization and punctua- 
tion and some beginning in ability to use them appropriately 

A growing sense of responsibility to use valid content where facts are 
called for, and interesting content whether fact or fancy 

Growing sensitivity to colorful, vivid, and moving language 

Interest in developing suitable personal style which expresses one's 
own thinking 


Constantly expanding interest in writing in its many forms. 


It would be absurd to try to set standards for the writing of 
children. Ability and interests will cover a wide range. Interest 
1s more important than anything else, and interest begins with 
content and use, never with the mechanics of form. 
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Written Language 
in the Intermediate School 


Children who have experienced the kind 
of beginning of work with written language which is described 
in the preceding chapter will go on smoothly and easily to 
expansion of interest and greater independence in the inter- 
mediate grades. If they have not had such experience, there is 
no better time to start it than the present. The same principles 
apply in written language at any grade level. With wholesome 
primary school experience as a background, many children will 
be developing independence in writing and showing great 
pride in their independence. There may still be a few reluctant 
writers who lack the personal and experience background for 
interest, There will be some children whose work is still imma- 
ture in quality while others will be thinking and writing more 
maturely. 

The children who are most retarded in the development of 
Written language are often the phlegmatic, unresponsive, and 
solitary children and those most seriously lacking in depth and 
breadth of experience. Emotional insecurity, which shows it- 
Self in conflicts with other children and inability to manage 
Social contacts, may result in poor quality of language expres- 
sion. The child who tends to be overprecise and cautious in his 
attitude toward written expression will achieve little that is of 
good quality (41). 


The poem grew out of a fourth grade social studies 
experience. Fort Wayne Public Schools 


Rubbing rocks together makes dust, 
Sharing an experience in the second | 
grade. Fort Wayne Public Schools 
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Richness and breadth of experience are as essential for this 
age level as for younger children. All kinds of educative experi- 
ence in social studies, science, literature and reading, art, 
music, hobbies and individual recreational interests — all pro- 
vide the essential structure and working material for oral and 
written language. Normally developing children from nine to 
twelve years of age have a wide range of interests, eager intel- 
lectual curiosity, tremendous energy, and a vital and insistent 
urge to be doing all sorts of things. Interest in language itself 
is keen; so there is everything to work with for rapid growth in 
interest and skill in written language. 

Why, then, are the results obtained in so many intermediate 
grades so disappointing? A number of reasons have been sug- 
gested. Hildreth says, 


In no other area of school instruction is so much waste incurred 
as in teaching language and English fundamentals apart from con- 
tent studies. With ever so much speaking and writing to be done 
for all manner of purposes, it is ridiculous to insist that there must 
be formal daily English periods in order that children learn to 
write and speak. These periods absorb the time the pupil needs for 
study and writing in connection with projects underway, and the 
pedantic exercises too seldom make any practical contribution to 
natural writing and speaking requirements. The primary purpose of 
language teaching to improve daily use is not achieved (27, p. 43). 


Ferebee and the other Bronxville teachers bring out the same 
points: 


The emphasis is still on spelling, punctuation, margins, and a 
composition-a-day, to the exclusion of writing for pleasure and for 
the opportunity it affords for personal development. We all know 
too well the methods which built in us the horror and fear of writ- 
ing. No well-punctuated sentence, no correctly spelled composi- 
tion was worth the price (18, p. 7). 


Dora V. Smith states the problem clearly and in a more posi- 
tive manner in her article in the Forty-third Yearbook: 


The further the child progresses in the elementary school, the 
greater is the danger that his language period may degenerate into 
one of exercise-doing, learning words in columns out of context, or 
studying language forms divorced from the use he is making of 
language during the rest of the day. Special càre, therefore, needs 
to be exercised to continue the kind of rich program of well- 
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motivated enterprises common in the lower grades in order that 
the growth of language may continue in relationship to the develop- 
ment of meaning and that the challenge of a social purpose may 
motivate expression. Then the needed remedial drill and positive 
instruction in word knowledge and linguistic forms may be related 
directly to the problems which confront the pupil in his daily use 

of language (45, p. 59). 

And so the matter goes. Authorities who have made exten- 
sive surveys both in this country and in England appear in 
agreement that English cannot be taught in a separate period 
divorced from content and from actual need. The tremendous 
emphasis one finds upon textbook teaching in the intermediate 
grades is largely responsible; the older textbooks, and, unfortu- 
nately, even some of the present-day ones, separate language 
teaching from the needs for language in other types of learn- 
ing situations and attempt development through isolated drill 
lessons. Modern material draws the skills for emphasis from 
the daily needs and experiences of children and whatever prac- 
tice is called for grows out of and fits back into the functional 
language experiences of children. 

The problem of the Opportunities and needs for oral language 
experience in the intermediate grades is discussed at length in 
Chapter 7. Practically all of the points discussed with regard 
to oral language apply to written language as well, and many 
of the opportunities for oral work can provide excellent moti- 


vation for written work when the circumstances or projects call 
for it. 


SITUATIONS LEADING TO WRITTEN LANGUAGE 


A long list of types of situations calling for written language 
in intermediate grades is given in the Florida curriculum. The 
number of possibilities which they suggest for practical writing 
is almost endless and they can occur in any type of work in 
any part of the day’s program (21, p. 187): 

1. Situations requiring letters 

A. Social notes of thanks, sympathy, invitation, etc. 

. Business letters, orders for materials, preparations for a trip, 
or requests for information 


B 
C. Friendly letters to pen pals or foreign friends 
D. Gift tags and greeting cards 
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2. Situations needing a record 
A. Plans made 
B. Class activities, events, sports, excursions, or science dis- 
coveries 
C. Minutes for clubs 
D. Room histories, diaries, or logs 


8. Situations requiring filling out forms 
A. Registration slips, examination blanks, applications for ad- 
mission to Red Cross swimming classes, checks, and receipts 
B. Telegrams or cablegrams 
4. Situations requiring 
Reports by individuals or groups 
Panel discussions 
Directions and recipes 
Lists of materials — properties needed for a play or similar 
activity 
Dictation or copying of information or directions 
Bibliographies 
ituations needing publicity 
Advertisements, notices, or announcements 
Articles for school or local newspaper 
Headlines for newspaper articles 
Legends for bulletin boards and exhibits 
Room duties to be posted 
ituations stimulating 
Original arithmetic problems 
Riddles, puzzles, jokes 
Word pictures of people and places 
Editorials, news stories 
Stunts, skits, plays 
Songs, dramatizations, original choral readings 
Poems, stories, myths, fables 


The situations which can lead to written expression are legion 
and during the course of a year can provide a vast amount of 
practical experience for each child. Both in school and out, 
boys and girls of these ages do best when the job to be done 
is a real one with real social implications. 
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RANGE IN ABILITY IN THE INTERMEDIATE GRADES 

The higher one goes in the grades, the wider the range in 
abilities one is apt to find in a single classroom. From the 
fourth through the sixth grades, any class is almost certain to 
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contain children who are becoming highly skillful and inde- 
pendent in writing and some who still need to dictate their 
ideas, then copy them, in carrying out some purposes. The age 
at which children become able to keep thoughts in mind while 
they transfer them to paper differs materially from child to 
child. This is, of course, true of imaginative narrative and poetry 
even after the child does various types of practical writing for 
himself, under teacher guidance. Most children can manage 
thé handwriting part of the task. Their muscles and co-ordina- 
tions have developed to the point where they can do as much 
writing as most tasks would require without undue physical 
strain. Lack of ability in spelling, and also in reading, may 
retard the written expression of some children, and lack of 
mental capacity is always a retarding influence. 

The actual experiences which children have had influence 
the ability as well as the interest they show in writing. The 
child who has experienced few occasions when he felt called 
upon to write letters will write poor letters for lack of real 
motivation. A child whose conscientious mother has always 
written the “thank-you” letters he was to send in response to 
Christmas and birthday gifts and had him copy them, knows 
little about what makes a letter a good one. In some class- 
rooms it is still true that a real life situation calling for a letter 
may offer no positive motivation for some in the group. The 
competitive type of assignment, “Let’s each write a letter to 
Mr. Smith thanking him for helping us with the play. Then we 
will choose the best one to send,” leaves some children out from 
the beginning. The child who is a slow thinker, a slow writer, 
or who lacks facility in expression knows at once that for him 
to compete is futile. He stands no chance whatever of having 
his letter chosen; so why should he put forth intensive effort 
in so hopeless a situation! If the classroom bulletin board, 
writing folder, or yearbook displays only the “best” materia 
produced in the group, it serves only to discourage those who 
most need motivation, inspiration, and help, while it inflates 
the egos of those for whom writing is easy. 

Overstreet in his book The Mature Mind calls attention to 
the fact that in no area of the individual’s maturing is arrested 
development more common than in the area of communica- 
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tion (35). This early leveling off and failure to mature shows 
especially clearly in written language. The child whose early 
efforts have resulted in personal satisfaction and a sense of 
achievement will go on growing with reasonable motivation. 
The child who has tried but felt himself unsuccessful or has 
felt that the end results scarcely justified the effort will be a 
difficult child to motivate. As motivation for growth and im- 
provement in written language, nothing serves as well as real 
needs for writing which can be met by the child with a reason- 
able amount of effort and adequate adult guidance. 


SETTING STANDARDS THAT ARE REALISTIC : 

Many adults remember quite clearly the standard for writ- 
ten work in the middle and upper grades when they were in 
school. “Always use your best writing." "Everything you write 
should be neat and well-written." "There is never an excuse for 
an untidy paper." And how many adults live up to those stand- 
ards “on their own" in their adult living? Everyone scratches 
down notes for himself on calendar pad, shopping list, or tele- 
phone memorandum blank. 

An adult preparing a report for a club meeting, a bit of 
newspaper publicity, or an article for a journal does not make 
his first draft a perfect one. He jots down notes and arranges 
and rearranges them until the sequence of points is satisfac- 
tory. Then he writes a rough draft, keeping his attention cen- 
tered upon meaning. Perhaps he crosses out portions, draws 
arrows from this to that, cuts, pastes, rearranges, and restates 
other portions before he is content to put the material into its 
final form. If he is conscientious, he does feel obligated to turn 
Out a final product that will fit the requirements of the situation 
and be a credit to himself. How he handles the detailed steps 
in the process of preparation he considers his own private 
affair. 

The teacher's first responsibility in all practical writing that 
is designed to serve a purpose is to see that the child under- 
stands the purpose and the obligations that need to be assumed 
in meeting it. If the motivation inherent in the siuation is such 
that the child takes over the purpose and makes it his own, he 
will proceed largely under his own power even though he may 
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still need a great deal of guidance in carrying through his 
purpose. If a child shows no interest in the purpose which 
motivates the other group members, it is often better to guide 
him into another kind of writing rather than to force him to do 
something that holds little meaning for him. Children rarely 
turn out work of high quality solely for the purpose of meeting 
an assignment. 

Since adults vary their standards to suit their concept of a 
situation and need, children not only should be permitted the 
same privilege but should be guided in the development of 
sensitivity to the demands of a situation. If the writing situa- 
tion is one which calls for a memorandum for personal use, the 
children should be encouraged to do the writing in such form 
that it will meet their personal need. Group discussion may 
precede any writing situation and a variety of methods may be 
suggested and evaluated, Then each child is free to do the task 
in his own way, the requirement being the meeting of the need. 
If the writing which the situation demands is for a social pur- 
pose, to be read or used by others, then the needs of others 
must be considered as well as those of the individual doing the 
writing. Children need to learn the points at which conformity 
to accepted procedure is necessary as well as points at which 
they may feel free to meet the need in their own way. Guid- 
ance is necessary in any case, since children need help to see 
the possibilities that exist in a personal situation as well as help 
pted procedure in a Social situation which 


calls for conformity to an accepted pattern of writing. 


THE WRITING OF LETTERS 


years of formal schooling 
on in letter writing as part 
ere is ample evidence that 
much of the teaching was poorly conceived or inadequate; at 
any rate it failed to “take” with many children, particularly with 
those who live on an economic and social level which demands 
relatively little letter writing. Many business concerns are put 
to an immense amount of effort and expense as the result of 
poorly written letters that cannot be handled efficiently because 
of lack of clarity or lack of essential information. A great mail 
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order house maintains a large staff whose sole task is to de- 
cipher, track down, and read between the lines of inadequate 
letters so that the correct merchandise can be mailed to the 
hard-working people who have sent money for it (39). 

Letter writing means nothing to children as an exercise in a 
drill book but it means a great deal when they have real occa- 
sion to write a letter. Children need to learn two things: when 
to write a letter and how to do it. Concentration on the how is 
of value only as the other point is taught also. 

A mature adult who is thoughtful of others in his business 
and social contacts finds occasion to write many types of letters. 
He knows how to adapt the form, style, and content of his 
letters to his own needs and those of the persons to whom he 
writes. He has learned also the psychological principles which 
underlie good human relationships and how to apply them sin- 
cerely and purposefully, He understands the real function of 
each portion of standard letter form and adheres to the form 
accurately, not in the spirit of meeting an arbitrary requirement 
but in the spirit of consideration and thoughtfulness for the 
time and convenience of others. 

Letter writing, like almost everything else one attempts to 
teach children, is learned readily and effectively if the thinking, 
understanding, and feeling parts of the matter are taken care 
of first: if the children appreciate and understand the signifi- 
cance of the thing they are doing and enter into it emotionally 
as well as intellectually. Form, in human behavior, has come 
about for reasons which children can learn to understand. To 
teach a child that he must always write his address here, the 
date there, put a comma here, and a semicolon there has little 
meaning. If he understands that the heading is orientation for 
the person to whom he is writing, the address is insurance of 
receiving a response, the salutation is a greeting to establish 
contact with the thinking and attention of the person to whom 
he is writing, it makes sense to a child and he learns it. 

The socially mature adult finds occasion to write at least the 
following types of personal and business letters. Opportunities 
for similar types of letters are available in any school year if 
the teacher is alert. Study situations and social situations call 
for a variety of letters. 
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BUSINESS LETTERS PERSONAL LETTERS 

Requests for materials, help, Letters to share experiences and to 

advice, or information maintain contact E 
Orders for materials Letters of thanks and appreciation 
Letters of acknowledgment Letters of invitation 
Letters of complaint Letters of acknowledgment 
Letters of explanation Expressions of sympathy 
Letters of apology Extending of congratulations 
Letters of appreciation Letters of explanation 
Furnishing information Letters of apology 
Answering requests Expression of praise and 

commendation 


Requests for services 
Offers of services 


It is not difficult to find opportunity for practically all of these 
kinds of writing in the course of a year's experience with a 
group of children. Discussing and thinking through the situa- 
tion and the need would be the first step. Deciding on content 
to suit the need would come next, and consideration of form 


would come last of all. 


Business Letters 

In manv studies which children carry on in the classroom, 
there are important values in encouraging them to turn to 
written communication to help enrich their study. Perhaps they 
are studying methods of communication. They can write to the 
U. S. Post Office Department or to the Superintendent of Docu- 
ments for material on the development of the national postal 
System, international mail service, or "star" routes in the United 
States. Perhaps their order is not completely filled or the re- 
quest is misunderstood and they must write again to straighten 
it out, or they fail to send the right amount of money and must 
send a letter of apology and correction. They may wish to visit 
the post office, telegraph office, or telephone company, or to 
look into the railway mail cars while a train stands in the sta- 
tion and need permission to do so. Letters of appreciation 
follow logically at the end of the trip, or there may be need for 
more information or for clarification of a point. 

When discussion has made the purpose clear, the children 
are ready to consider, and perhaps to outline, the content for 
the letter. If it is an order for materials and prices are known, 
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the content of the letter must include a statement of what is 
wanted, presented with clearness and with enough information 
and detail to make the order easy to fill. The amount of money 
to be included and the form in which it is to be sent are both 
important, and also where and to whom it should be sent and 
a clear statement of the name and address of the sender. The 
reason for each point and the function it serves will be made 
clear to the children. Then they are ready to consider the form 
of the letter itself. 

A model, presented on the chalkboard or in a textbook or 
handbook, helps children to visualize the form they are working 
for. Some textbooks give a clear statement of the function of 
each part of a letter, but it is wise to talk about it from time to 
time to make sure that the child acquires the thinking that is 
basic to conscientious performance. The heading tells the reader 
where one is and on what day he writes the letter. That serves 
as orientation for the reader and also tells him where to send 
his reply. Since there are many offices in a building or many 
people in a business establishment, so that a letter might be 
misplaced even after it is opened, it is necessary to repeat the 
name and address on the envelope within the letter itself. Then 
comes the greeting. One usually greets a person he calls upon 
with, “Hello, John!” or “How do you do, Mr. Smith?” before he 
begins giving his message; so a letter contains a greeting, both 
for the sake of courtesy and to catch the attention of the reader. 
When the complete message has been stated, one is ready to 
conclude his written interview. In dealing with people face to 
face, one might зау, “Good-by,” but that is less suitable in a 
letter. Other forms of formal and informal closings have come 
to take the place of the face-to-face type of leavetaking. Sign- 
ing one’s own name very plainly at the end not only makes it 
clear who is the writer of the letter but helps to insure getting 
a response. 

Punctuation comes in for discussion as the letter form is re- 
viewed. “How do you Say your address in giving it orally?” 
“141 South Tenth Street, Greenville, Indiana.” “Notice where 
the stops are as he says it. He stopped after Street, didn’t he; 
so that calls for a warning sign, a partial stop, or a comma as 
we call it. Greenville, Indiana. He stopped after the name of 
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the town; so a partial stop, or comma, goes there. Are there 
any stops in the date? January 17, 1951. Yes, one stops after 
the number of the day; so we need a comma there also.” Punc- 
tuation is arbitrary only where it is essential for clarity. Chil- 
dren who learn to think of it as signs along the way, to help 
the reader to read the material as the writer thought it when 
he wrote it, will have little difficulty with punctuation. 

A letter which a child is to mail when he has finished writing 
it probably requires a rough draft which is to be checked with 
the teacher before the final copy is written. Teachers have 
found that children are not averse to copying what they have 
written when the final copy must serve a social purpose (18). 
Copying for its own sake can be boring and irksome, but copy- 
ing for the sake of consideration and courtesy to someone else, 
and to make a good impression in the eyes of others, is some- 
thing which a child can understand and accept willingly. 

There are so many kinds of writing to do in carrying through 
the many interests of an alert class that there is no justification 
for having all children write letters when only one can be sent. 
Class participation may be important in planning the letter and 
considering its form; then one child can be selected to do the 
writing. Obviously, since this is a learning experience, the child 
who can do it best is probably not the child to select, because 
he does not need the practice as others do, though he might be 
asked to help a less capable child turn out a usable product. 
In the case of letters of appreciation to someone who has been 
helpful, each child may wish to write his own letter and all 


can be sent. 


Personal Letters 

In the intermediate grades, personal letters are probably 
individual letters, though there may be occasions which call for 
a composite letter formulated by the group. As in the case of 
business letters, the three steps are important: understanding 
of purpose, determining of content, and consideration for form; 
and they fall into the order listed. 

In considering the purpose to be served by a personal letter, 
the children may need to give attention to their own attitudes 
which they wish to portray clearly and also to the feelings and 
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attitudes they wish to engender in others. Children from nine 
to twelve years of age are growing rapidly in ability to put 
themselves in the place of another and to think how he would 
feel and react under certain circumstances, A young child lacks 
the ability to enter into the feelings of someone else; he can 
react only to his own feelings, interests, and needs. The ability 
to sense the feelings of others, to comprehend their attitudes, 
and to recognize their needs is a product of maturity. Children 


reactions to others, 
If the letter is one for the 


writing to a child Overseas as a "pen pal,” through the Junior 


Red Cross, perhaps: “What would give him a clear picture of 
the way we live? Wh | 
аз a friend?” 


very simply and sincerely. 
who has met with misfortu 
try to obtain depth of thou 
hood and preadolescent ley 


pression. 


te letters of explanation or 
apology because of situations which arise, and they need help 


to learn to understand their obligation and accept the respon- 
sibility which is theirs. Rice tells of the experience of a group 
of eighth grade boys and girls in learning to write letters of 
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complaint and letters of apology (40). The children were sur- 
prised to learn that a complaint could be entered in a courteous 
manner and interested to consider the psychological effect on 
the reader of a courteously worded complaint which assumed 
right motives and high standards of fairness on the part of the 
offender rather than offering condemnation. All of them recog- 
nized the need to learn how to explain, apologize, or make 
amends in such manner that the offended person would accept 
the apology or explanation in the spirit in which it was given. 
One girl told of her predicament when her dog killed the much- 
loved cat of a neighbor who was away at the time. A boy’s 
baseball had broken a window while the owner was away and 
he wanted to be the first to tell the man and to make amends. 

Learning to write letters when they are needed and so that 
they arouse the desired emotional reaction takes time, but it is 
a kind of learning that is far more important than mere memori- 
zation of letter form. Form is important and children can learn 
to take pride in turning out а product that does them credit. 
But form without intellectual integrity, depth of insight, and 
understanding and without emotional balance is of little value. 
It is the content that makes the letter serve its purpose in the 
last analysis. In the writing of all types of personal letters, 
children need to be encouraged to be themselves, to put some- 
ely and freely, into what they write 


thing of themselves, sincer 
and for them. This is exceed- 


so that the letter speaks of them 
ingly important. | 

In the writing of personal as well as business letters the 
teacher will need to check the first draft with the individual 
child. If corrections are needed she can suggest ways of mak- 
ing them and see to it that the corrections are made. The last 
step may need to be the making of a new copy so that the child 
will feel pride and satisfaction in his achievement and so that 
the letter may speak well for him. In this connection, children 
can be taught that personal letters are private and not to be 
shared by other children unless the writer wishes to do so. The 
child does things correctly under the teacher's guidance so that 
he gradually develops high standards that are not laid aside 
when teacher guidance is no longer present because they are 
developed from within and are his own. 
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OTHER FORMS OF PRACTICAL WRITING 

The exact form which practical writing takes depends upon 
the activities going on in the classroom and the points at which 
writing functions in them. There are functional applications of 
writing at many points in social studies, science, literary, and 
other types of activities. There are also many points at which 
writing is used to make the various aspects of daily living run 
smoothly. Labels and posters help with the organization of 
materials; captions add value to bulletin board exhibits. 
Records and notices keep the Lost and Found department run- 
ning smoothly as well as school banking, lunch money, the 
activities of the Junior Red Cross, the athletic program, and the 
School Council. These needs arise occasionally or intermittently 
and are handled as the situation demands. 


Record Keeping 


Recording events for an individual or class diary, yearbook, 
or newspaper provides excellent opportunity for learning how 
to pull out the significant points in a situation and portray them 
in clear-cut sentences, An occasional child may wish to keep an 
individual diary or yearbook, but too constant concentration 
on such recording may become so time-consuming and tiresome 
as to decrease interest rather than advance it. A group record 
can be contributed to by different children so that the burden 
on any one is slight. Each can volunteer to record the thing 


that interests him and the variety in presentation adds to the 
interest of the class book. 


Note taking is an essential 


part of gathering material for a 
report, a discussion, an articl 


e for the school newspaper, ог 
perhaps as a record of ideas one wishes to include in creative 


writing. Fourth grade children can learn to list essential points, 
preparatory to learning to outline, Е ifth grade children can 
begin to distinguish between main and subordinate points and 
put their material in simple outline form; while in the sixth 
grade, many children are ready to do a more detailed form of 
outlining. 

Children may find it necessary to take notes as they carry on 
science experiments, take trips, or follow through with indi- 
vidual hobbies and interests. Often these are very sketchy notes 
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which are organized and put into better form when the activity 
is completed. Such work should be done under teacher guid- 
ance so that the child learns the value and function of correct 
form and understands it clearly enough so that he can gradu- 
ally become independent in the use of it. 

Children may decide to keep different kinds of records as 
group projects. Perhaps one group keeps a science notebook, 
recording the experiments that have been carried out. Another 
group may keep a detailed record of trips, interviews, or the 
contributions of speakers whom they have invited to visit the 
class. Reading records are kept by many classes. Here again, 
care must be taken that required reports on books read do not 
become so burdensome that they detract from the enjoyment of 
reading. A simple record of what has been read probably suf- 
fices, with the encouragement of more detail if children are 
interested in adding it. If the class is organized for class or club 
meetings, there will be need for secretary's minutes of meetings 
and other forms of records. Committee reports may need to be 
written for the record. 

Middle and upper grade children can begin to record the. 
bibliographies of references they use in preparing a report or 
in getting ready for a discussion. Author, title, and the pages 
used may be sufficient to record, though sixth grade children 
may be ready to use complete bibliographical data: author, 
title, place of publication, publisher, and copyright date. 


Reports 

Reports of individual and group study form a part of almost 
every major interest in which children engage. The material 
for the report may be drawn from reading, from interviews, 
from experimentation, from firsthand study and observation, 
and from concrete experience. The child or group is called upon 
to give attention to selecting points, arranging them in logical 
sequence, fitting them into the proper pattern of emphasis and 
perspective, and presenting them so that they will be interest- 
ing and valuable for others. Recording may be an individual 
matter, but reporting is always a social one, and children need 
to learn to consider the social aspects of the task. This is impor- 
tant training. 
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Committee work usually culminates in a report of one sort or 
another. It may be a written report or it may be an oral one 
made from prepared notes. Committees may function as a unit 
of the class or as a part of club activity. Assembly programs 
and Student Council may furnish other occasions for reports. 

The necessary teaching and guidance accompany the prepa- 
ration of the report. Children can be made aware of the needs 
of the situation and helped to find ways of meeting them. The 
learning experience is worth more to a child if he can have the 
help he needs in the preparation of his work so that the result 
of his efforts brings satisfaction. Learning of one's mistakes 
when it is too late to correct them is of little practical value 
and it undermines the child's Security and his interest in trying 
again. 

If children are to write well they should live with the mate- 


rial they are studying or experiencing until it becomes truly. 
their own before they attempt to write about it. 


+++ a child needs time to assimilate thoroughly an experience, be it 
study, excursion, reading, or ol 


servation, before the ideas gained 
can become a part of his own mechanism. In our experience writ- 
ing about yesterday's trip to the museum has been sadly unsuccess- 
ful.... Time for experience to ripen is as important a phase of the 
ideas-into-writing cycle as the actual putting pen to paper. Re- 
flecting, talking, thinking about what one has done become a neces-. 
Sary precursor to that condition of clear perception that makes 
clear writing possible (18, pp. 78-74 је 


When children are gathering material for a report they need 
opportunity to talk over the ideas they are gleaning, to mull 
them over, toss them about, sort and resort them until it is 
possible to fit them into logical arrangement, Vague impressions 
are drawn out of that twilight between ignorance and clear 
understanding and take on clear outline and tangible form as 
they are looked at and lived with in broad daylight. Gradu- 
ally, the children learn to organize the material they have 
gathered through “bundling” like materials together and fitting 
them into something like a logical Sequence so that one idea 
feeds into and prepares for the next. The development of a 
sense of order in thinking and writing takes time and cannot 


be hurried. 
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Occasionally, a group has opportunity to prepare a radio | 
script for an actual broadcast. It may be a broadcast for use 
over the public address system of the school. Study, planning, 
writing, classroom tryout, and rehearsal all have language 
values as one more source of motivation which stems from a 
real life situation. 

Some schools or classes publish a newspaper, magazine, or 
yearbook which stimulates not only imaginative writing but 
informational writing as well. In one school, a magazine is 
published twice a year with the sixth grade serving as editorial 
staff for the publication, Setting up plans and policies, visiting 
classrooms as reporters, writing news items and editorials, 
studying magazines for organization, format, style of writing, 
and interests appealed to, is from beginning to end a language 
project. Preparing articles, editing, proofreading, and planning 
promotion and distribution are all valuable experiences. 

All-schooi newspapers are sometimes fairly elaborate publi- 
cations but very simple class newspapers also have value. Some 
classes write a single copy which is posted on the bulletin board 
for reading; others mimeograph, ditto, or hectograph the pub- 
lication so that all the children may have copies. In one school, 
the children’s newspaper was used as an instrument for public 
relations in the community. The children not only took home 


their own copies but delivered copies to all homes in the neigh- 
borhood where there were no children. 


TEACHING AND EVALUATION 


The teaching of correct writing procedure and the develop- 
ment of standards should be taken care of in the practical 
writing which the children have occasion to do. Here the 
teacher, working with the children, develops understanding of 
the proper form for the writing problem they are dealing with. 
She guides their learning of procedure and techniques, develops 
attitudes of pride in effort and work that is well done, and 
fosters the sense of social obligation which is essential in com- 
munication. Even though the problem may be the same for the 
entire group, the level on which each child deals with it depends 
upon his maturity and his previous experience. Thus, the teach- 
ing and guidance are of necessity highly individualized. 
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The modern school has not discarded direct attack on learn- 
ing problems but it does insist that teaching bear close relation- 
ship to use. New skills and techniques are taught when there 
is need for them, need which the children consciously face. 
Teachers can foresee needs for new skills or for the refining 
and polishing of partially acquired ones and can develop in 
children awareness of those needs through careful planning of 
incidental experiences. Incidental experience may occasionally 
be accidental but usually it is planned rather than unplanned 
experience as far as the teacher is concerned. Drill has a place 
but it tends to be successful only when it is purposeful practice 
in a skill which the child understands and for which he sees 
some practical need (15, 46, 47). Superimposed drill with the 
motivation stemming from teacher requirement is rarely fruit- 
ful of secure and permanent learning regardless of the number 
of repetitions involved. Practice, in which the motivation stems 
largely from the child's desire to acquire the skill to serve his 
purposes, may be highly valuable. The stronger the child's 
fewer repetitions he will require for mas- 
tery. Repetition can be gained in two ways: either the child 
can repeat the performance over and over again in the same 
drill situation or he can repeat it many times in new situations. 
In the former instance, drill may reach the point of diminishing 
returns through sheer boredom while in the latter instance inter- 
est is kept high through new content and new experiences. 

Throughout the course of incidental writing and in every 
sort of activity and enterprise, the teacher is on the alert to 


discover weaknesses that nee 


inner motivation the 


d direct attack. Perhaps the entire 


class needs work on direct and indirect quotations, on recog- 
nizing incomplete sentences, on the use of the apostrophe in 
contractions, or on the topic sentence of a paragraph. Time is 
set aside for this study and several types of material may be 
used as study guides for children of differing levels of maturity. 
Various types of self-help material can be employed and chil- 
dren encouraged to develop independence in the use of them. 
Models, guide sheets, textbooks with the handbook material 
they include, real handbooks, alphabetized spelling lists, and 
the dictionary all have a place in such study. Practice materials 
are devised within the situation to give each child the amount 
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and kind of practice he needs. There may be only a small group 
within the class who need direct attack on a problem. They 
can be given the help and practice they need while the rest of 
the class goes on with reading for enrichment, creative writing, 
or other stimulating work. It is poor teaching practice to insist 
that a child who knows the material being studied participate 
with the class; such participation cannot avoid boredom and 
boring situations develop more bad habits than good ones in 
any case. If the teacher is a student of educational research 
and educational literature she knows which problems need 
most attention because of their functional value in modern 
living. She knows which problems the child will learn to handle 
through later experience and which need attention at this age 
level. Both direct and indirect attack are used in systematic 
manner but the basis for the systematic planning is the needs 
of the children. The Sequence of material in textbook and 
course of study will serve as a guide in many instances, but the 
needs of the children determine the actual sequence in teaching. 

Teaching is not a matter of presenting new material, drilling 
on it for a time, and thereafter giving assignments and marking 
the child's work. Teaching is constant guidance of thinking as 
well as operation. It is working with the child all the way and 
helping him to do the task to the best of his ability. It is build- 
ing attitudes as well as skills: a sense of social and personal 
responsibility, pride in achievement, and increasingly high 
standards that become the child’s own. 

Evaluation, then, is in terms of growth and is a co-operative 
undertaking of teacher and child. Children are forever evalu- 
ating themselves. A child says, “That’s the best outline I have 
made. I know how to do it now,” or “I know what I want to 
say but my writing isn’t very good,” or “That doesn’t sound the 
way I mean it. I'll have to fix it.” Teachers have spent vast 
numbers of profitless hours grading children's compositions, 
marking all the errors with red pencil and returning the papers 
to the children. Children, and college students as well, profit 
very little from such evaluation of their work. They look for the 
mark on the paper and feel either satisfaction or dissatisfaction 
but they rarely look at the corrections or turn to reference mate- 
rial or to the teacher to learn what is wrong and how it should 
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be corrected. Still less do they study the correct forms so that 
they can avoid similar errors thereafter. The material is cold 
and the interest is gone. Since no use is to be made of the 
material, correcting it seems unimportant. Correcting the child’s 
material with him, as soon as he has done what he can with it, 
means co-operative analysis and evaluation while the material 
is still warm and vital to the child. He helps to locate and 
analyze his mistakes and corrects them under the teacher's 
guidance. He learns why they are wrong and what to do next 
time to avoid error. The analysis and evaluation are a part of 
the learning process itself, not an arbitrary anticlimax to it. 
Since no definite and rigid requirements are set for each 
grade level there are no hurdles which must be leaped by all 
children. Each child starts where he is and grows from one 
level to another as his abilities permit. If interest, sense of 
responsibility, insight, and effort to achieve are progressing 
satisfactorily the child’s work must be accounted satisfactory 
for him, regardless of the level of maturity which it demon- 
strates, For the child who appears not to be achieving up to 
capacity, careful diagnosis is needed. Perhaps he has had little 
experience with written language in his previous years in school 
and has to build interest, attitudes, and a sense of adequacy 
before he can achieve up to his mental capacity. It may be that 
meager personal experience or lack of social security in the 
group is basic to his problem. As Schonell has indicated, em- 
phasis on skills is not very helpful to him until the underlying 
causes of his problem are recognized and remedied. Each child's 
problem is different and requires individual study and guidance. 


CREATIVE WRITING 

It is as true in the intermediate grades as in the primary 
that creative writing differs from practical writing in emphasis 
ques as well as in the content and form 
which it employs. The development of skills and the teaching 
of written form are taken care of in practical writing, while 
creative writing is free writing, with the emphasis on original- 
ity of content and style. A creative product is the child’s own 
and is satisfactory when he is satisfied with it. Gradually, as 
skills become well developed and knowledge well assimilated, 


and teaching techni 
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what is learned in practical writing is carried over and applied 
in imaginative and creative writing. 

Children who have been fortunate enough to have in the 
primary grades the kind of free writing experience described 
in the preceding chapter will 50 on with creative expression in 
the intermediate grades as a matter of course. Children who 
have been deprived of such experience m 
a great deal of background work and encouragement before 
they. are ready to participate freely in creative work. Occasion- 
ally, one finds a child like Dave who was quite convinced for 
a time in the fourth grade that creative writing, especially of 
poetry, was "sissy stuff." On a day when some of the others in 
his new group were dictating poems for the teacher to write, 
Dave shuffled up demanding, “Do I have to do that stuff? I 
want to paint.” The teacher assured him that he was most wel- 
come in the poetry group but that he might paint if he could 
do it without disturbing others. Dave again took refuge in , 
painting during two or three Succeeding periods when the 
attention of the group turned to creative expression. There 
came a day when a boy in the group was dictating a poem or 
etly replacing a jar of paint on 
andy’s poem were harmonious 
oke the harmony completely. 
“No! oh, no!” and to stand with 


ay require time and 


poetic value but was written in 
one long, unbroken sentence. The teacher copied it, dividing it 


into suitable lines, and put the copy on Dave's desk. Other 
poems followed, each better than the previous one, until the 
teacher asked for a copy of one for her own collection. Dave 
copied his poem proudly and thereafter, when the group's in- 
terest turned to listening to poetry or to writing it, Dave was 
always eager to participate. 


А CE IM 

dragon named Fag 

is zap had insisted todrag 
e 


9 ve Ё rocious snar 
Gnd put up gui еа quarre 
That uncom mfortable old 


med 


A fifth grade had fun with limericks. 
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Growing into enjoyment of written expression may take time 
and a good deal of encouragement, but forcing is almost cer- 
tainly doomed to failure in the end. Since the content of crea- 
tive writing and much of the inspiration for it must come from 
the child himself, there can be no real production until he is 
ready for it. He may do fairly satisfactory practical writing 
where the content can be-drawn from the situation, from experi- 
ence, or from books and still find it impossible to let his imag- 
ination take wings or to express his imaginings for others to 
share. In such cases the teacher must be willing to accept stiff 
and meager productions until the child has reached a stage of 
emotional security and mental expansion at which he can create 


something of interest to him and dare to put it forth for others 
to see, 


POETIC EXPRESSION 


A group of eight- and nine-year-olds had been listening to 
5 of China from various books. 


е gave the poem with 
thoughtful absorption, hesitating as he approached the end of 
his picture. The final line was offered almost instantly by a very 
sensitive little girl in the group; Bernard nodded his approval 
and added it to the rest to round out his picture. 
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Early in the morning all the world is still; 

People coming and going through the country road 
And the soft wind blowing 

And the trees swaying their weepy heads 

And the sun is just about to come over the mountainside; 


The world is waking up for a new day. 


Bernard 


The children appeared highly appreciative and other word 
pictures were offered as fast as the teacher could take them 
down. In each case, the poem was read back to the child to 
make sure that it was as he wished it. The children of this class 
had long been writing their own stories but dictation was the 
preferred method for poems. The examples which follow were 


liked especially well by the children. 


Just a hilltop and large trees swaying. 

It is morning. The sun is coming up 
and there is dew on the ground. 

The flowers are awakening 

And raise their heads to the sun. 


Ruth 


The wind blows over the hilltops 
And sets the flowers waving. 
The sun comes over the hilltops 
And sets the water shining. 
Little ducks are swimming 
And little frogs on land. 

Sandy 


When the sun sets the valley a glistening glow of evening 


Little kittens tumbling and playing in the dust; 
Yet over the sounds of the desert little sand foxes playing; 


It is their evening play time 
When the sun sets the valley with its evening glow. 


Martha 


Most children enjoy putting their thoughts into words 
though the results vary in literary merit. Occasionally, Min 
finds a child whose expression stands out in the group, a gifted 
child who needs only opportunity, encouragement, and the 
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sincere respect of the group to produce material that shows 
promise. Such a child was Martha. For some time after the 
period in which the class concentrated on the appreciation and 
expression of word pictures that had poetic quality, Martha 
came to the teacher now and then asking, “Do you have time 
to write a poem for me?” The accepted plan in this fourth grade 
was that the teacher would write from a child’s dictation at 
any time when she could Spare a moment from her responsi- 
bility to group enterprises being carried on at that time. One 
of the poems followed the reading of “The White Seal in 
Kipling's Jungle Book and another was inspired by stories of 


Holland. “The Wind" was dictated when she came in on a 
stormy morning. 


Softly now the light of day is bathed with white mists; 


Cool raindrops fall and patter the leaves’ and flowers’ faces. 


Flickers of lightning dash across the sky 
And when I see the lightning 

I repeat to myself this verse — 

Fishes of the dark north sea 

And animals of the north icy grounds 
Tell me where that flicker ran! 


In the long swell of the Pacific 

Baby seals are playing with their mothers, 
Playing all through the drowsy day 

And at night tucking their flippers under them 
For the long rocking swell of the Pacific. 


In the ways of Holland 
In evening or at dawn 

е geese go a-swimming 
Paddling in the pond, 
All through the husky day 
Drowsing in their lazy way. 
The sunset's rays are golden light 
Windmills make the whirl 
In Holland, . . in Holland. 
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The wind, he flies 
Across the skies 
And swoops and cries 
And swells and dies 
And brings the lapse. 
The shutters snap 
And wake the baby 
From his nap. 
Poems from the Third Grade and the Fourth Grade 
Oak Lane Gountry Day School of Temple University 


The fourth grade class had been discussing various kinds of 
power in connection with their science work. One child told 
of the figure of Prometheus over the fountain at Radio City and 
the teacher read the story of Prometheus’ theft of fire from the 
gods. The children decided to put into a poem the effect of fire 
on human life and use the poem at a parents’ meeting as part 
of their summary of their study of power. The poem was a 
group composition, starting with the idea of Prometheus pre- 
sented in the Radio City bas relief, “Prometheus brought the 
fire to man, which proved a means to mighty ends.” All of the 
children participated in the composition of the poem, suggest- 
ing lines, evaluating and revising them until they had caught 
in words the spirit and thought they wanted to convey. They 
liked the rhythmic swing of it and gave no thought to rhyme 
but centered their attention on meaning. 

Prometheus brought the fire to man; 
From Mount Olympus came the fire. 


It proved to be man's greatest gift 
Unlocking secrets from the earth. 


Man found that fire gave him light. 
The forest beasts, they feared the fire. 
It melted metal from the stone; 

It cooked his food and kept him warm. 


Now comes the age of iron and steel; 
Skyscrapers towering everywhere, 
The whirring buzz of great machines, 
Run by steam and coal and oil. 


Electric current traveling fast 
Through the air without a sound 
Links together many lands 
Making brothers of all men. 


338 The Language Arts in the Elementary School 


Prometheus brought the fire to man; 
From Mount Olympus came the fire. 
It proved to be man’s greatest gift; 
It proved a means to mighty ends. 


Co-operating group poem, Fourth Grade, 
Oak Lane Country Day School of Temple University 


INTEREST, EXPERIENCE, AND GROWTH 


Some groups of children write a great deal in their spare 
time as well as during periods devoted to the purpose; other 
groups rise to that level of enthusiasm only occasionally during 
the course of a school year. The teacher’s interest in creative 
writing is in itself a potent factor in children’s response. The 
teacher who sees value in children’s creative writing and enjoys 
watching children develop will find time for children to write. 
Interest often goes in waves. Children may spend all available 
time on it when they are full of ideas and then do relatively 
little with it for a period. A good lead by a child or new experi- 
ence and tactful stimulation by the teacher and they go at it 
again with renewed enthusiasm, Occasionally, there is a wave 
of interest in a certain form of writing and everyone works on 
it enthusiastically for a time. An epidemic of gangster stories 
or mysteries may strike a group and almost everyone turn his 
attention to writing lurid tales stimulated by comic strip, ТУ, 
or motion picture plots. The teacher’s guidance problem here is 
the same as in the guidance of reading. It does little good to 
attack the problem through direct disapproval, through for- 
bidding the writing or taking away the books. Opening up 
other interests, reading stimulating and colorful material of a 
more wholesome nature, or turning the children’s attention to 
dramatics or other forms of expression brings them through to 
new interests and enthusiasms without decreasing the zest for 
writing itself. 

In the intermediate grades as well as in the primary grades, 
the real values in creative writing lie in what is happening to 
the child, not in the story, poem, or play he has produced. 
If the child is growing in depth of thinking, in imaginative 
creation, in respect for the worth of his own ideas, and in ability 
to be himself, then the work is good regardless of the quality of 
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what is written. But it stands to reason that a child cannot 
grow in those ways without improving the quality of his out- 
put. The mere fact that other children who are his peers are 
willing to listen to and comment on what he has written causes 
him to put more and more of himself and his best thinking into 
it. As he sees how much clearer his material is to the reader 
when he uses the writing techniques he is learning in his prac- 
tical writing, he gives more thought to punctuation and matters 
of form. 

No clear distinction can be made between what is creative 
in writing and what is purely practical. A personal letter to a 
friend or the report of an experience can be creative writing, 
in a sense. The distinction that is needed lies between the 
writing in which emphasis is placed on learning how to do 
things and practicing to gain skill and the writing in which the 
emphasis is on expression of one’s own imaginative and original 
thinking for the pleasure that can be derived from such 
expression. 

Children grow and improve in their creative writing as well 
as in the practical writing. In They All Want to Write, the 
authors tell of children’s efforts to catch and hold the attention 
of the class through their stories and their growing awareness 
of what it takes to “catch” an audience. A child confides to his 
teacher, after watching the audience reaction to his story, “You 
know that last story wasn’t so good. . . . It was too long and 
nothing happened really” (18, р. 106). The action of a story, a 
particularly intriguing and rapid take-off, a novel or suitable 
closing, an element of surprise or clever building up of sus- 


pense, a character who becomes @ real personality, all these 


and many other elements, commented upon by children or 
е ways to improve, 


teacher, help young writers to se BAN DAN A 
The contrasts between the two forms of writing Jie in the 


nature of the writing itself and in the purposes еас Esérves in 
the growth of the child. One is concerned with artistic self- 
expression, the other with functional communication: "One is 
personal, individual, imaginative, and highly perishable. The 
other is more utilitarian, realistic, or intellectual, and needs the 
discipline of correct mechanics to be socially acceptable" (18,- 
р. 184). 
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GOALS FOR WRITTEN EXPRESSION IN THE INTERMEDIATE SCHOOL 

In order to stimulate and guide the growth of children, 
teachers need to be clear as to the types of growth they are 
striving to attain. In the pamphlet Children Learn to Write, 
Ragland lists these working goals for the growth of the child as 
an individual: 
Sensitiveness to occasions for writing. 
Desire to write when there is need. 
Inclination to write for pleasure. 
Tendency to put more and more of himself into what he writes. 
Ability to get his ideas on paper so that the reader will understand. 
Power to revise what he has written so that it will serve his purpose. 
Recognition and appreciation of good writing. 
Desire to improve and belief that he can. (87, p. 77) 
She thinks of teachers as 


and achievements so tha 
first things first. What is 


needing goals for their own attitudes 
t they can be sure they are putting 
needed first depends upon the situa- 
tion and the children. Teachers who are growing in their own 
ability to analyze the needs of their children and determine 
ways and means of meeting them are growing themselves as 
they work with children. These are the goals suggested: 
Think of writing as an inseparable and essential part of living and 
learning in and out of school. 

Accept as a major responsibility — helping children grow as persons. 
Consider writing a by-product of thinking, 

Recognize that learning to put ideas on 


Set the goal for each child — improvement consistent with ability. 

Grow as they study children and help each move toward the goal 
which represents maximum growth for him. 

Make writing a vital part of their own living. (87, p. 77) 

Though the details of objectives and methods will vary with 
groups of children and with schools and teachers the basic 
philosophy of real teaching is the same and is concerned with 
meeting the needs of each individual child through experience 
and guidance that is suitable for him. The good teacher con- 
siders each child worthy of the best effort she can expend. 


paper is a complex task. 


Written Language in the Intermediate School 341 


15 


16 


SELECTED REFERENCES 


APPLEGATE, MAUREE 


APPY, NELLIE (Chm.) 


ASSOCIATION FOR CHILD- 
HOOD EDUCATION 


BAXTER, BERNICE T. 


BEAR, MATA V. 


BELL, VICARS 


BLAIR, ARTHUR W., and 
BURTON, WILLIAM H. 


BOARD OF EDUCATION, 
CITY OF NEW YORK 


BROENING, ANGELA M., 
and others 


BURROWS, ALVINA TREUT 
CINCINNATI PUBLIC 


SCHOOLS 


COLE, NATALIE R. 


CURRICULUM DEPARTMENT, 
MADISON PUBLIC SCHOOLS 


CUTFORTH, JOHN A. 


DAWSON, MILDRED A. 


DE LIMA, AGNES 


Helping Children Write. Scranton, Pa.: 
International Textbook Co., 1949. 


Pupils Are People (Rev. Ed.). National 
Council of Teachers of English. English 
Monograph No. 18. New York: D. Apple- 
ton-Century Co., Inc., 1956. 


Portfolio for Intermediate Teachers. Mar- 
garet Williams (Chm.). Washington, D.C.: 
Association for Childhood Education. 


Teacher-Pupil Relationships. New York: 
The Macmillan Co., 1941. 


“Children’s Growth in the Use of Written 
Language.” Elementary English Review 
16:312-319, Dec., 1939. 


On Learning the English Tongue. Lon- 
доп: Faber and Faber, 1947. 


Growth and Development of the Pre- 
adolescent. New York: Appleton-Century- 
Crofts, Inc., 1951. 


Developing Children’s Power of Self- 
expression through Writing. Curriculum 
Bulletin, 1952-53 Series, Number 2. New 
York: Board of Education of the City of 
New York, 1953. 

Conducting Experiences in English. Na- 
tional Council of Teachers o English. 
English Monograph No. 8. New York: D. 
Appleton-Century Co., Inc., 1939. 
Teaching Children in the Middle Grades. 
Boston: D. C. Heath and Co., 1952. 


The Intermediate Manual. Cincinnati: 
Public Schools, 1945. 

“Creative Men The Arts in the Class- 
room. New York: John Day Co., 1940, 
Chap. V, рр. 98-187. 

Creative Writing in the Elementary 
Grades. Madison, Wisconsin: Public 
Schools, 1944. 

English in the Primary School. Oxford: 
Basil Blackwell, 1954. 

“Guiding Writing Activities in the Ele- 
mentary School.” Elementary English 
Review 23:80-83, 97, Feb., 1946. 


`The Little Red School House. New York: 


The Macmillan Co., 1942. 


342 The Language Arts in the Elementary School 


Д School. 
7 DEPARTMENT OF Language Arts in the Elementary А 
: ELEMENTARY SCHOOL Twentieth Yearbook. Washington, D. C.: 
PRINCIPALS, NATIONAL National Education Association, 1941. 
EDUCATION ASSOCIATION 
18 ЕЕВЕВЕЕ, JUNE; They All Want to Write. Englewood 


BURROWS, ALVINA TREUT; Cliffs, N. J.: Prentice-Hall, Inc., 1952. 
JACKSON, DORIS; and 


SAUNDERS, DOROTHY 


19 FERNALD, GRACE M. Remedial Techniques in Basic School 
Subjects. New York: McGraw-Hill Book 
Co., Тпе., 1943. 

20 FITZGERALD, JAMES А. “The Vocabulary of Children’s Letters 


Written in Life Outside the School.” 
Elementary School Journal 84:858-870, 


Jan., 1934. 
21 FLORIDA STATE DEPART- Experiencing the Language Arts. Bulletin 
MENT OF EDUCATION No. 34. Tallahassee: State Department 


of Education, 1948. 


"Problems of Sentence Structure in Pupils’ 
Themes." English Journal 22:742-749, 
Nov., 1933. 


The Child from Five to Ten. New York: 
Harper & Bros., 1946, 


22 FROGNER, ELLEN 


23 GESELL, ARNOLD, and 
ILG, FRANCES L. 


24 GESELL, ARNOLD; Youth: The Years from Ten to Sixteen 
ILG, FRANCES L.; and (Rev. Ed.). New York: Appleton-Cen- 
AMES, LOUISE B. 


tury-Crofts, Inc., 1950. 


25 HARTMAN, GERTRUDE, and Creative Expression (2nd Ed.). Milwau- 
SHUMAKER, ANN (Eds.) рге: E. М. Hale & Co., 1939, pp. 143- 
258. 


26 HATFIELD, W. WILBUR (Ed.) An Experience Curriculum іп English. 
National Council of Teachers of English. 
English Monograph No. 4, New York: D. 
Appleton-Century Co., Inc., 1935. 


Learning the Three R’s (2nd Ed.). Min- 
neapolis: Educational Test Bureau, Edu- 
cational Publishers, Inc., 1947. 


28 LA BRANT, LOU “A Study of Certain Language Develop- 
ments of Children in Grades Four to 
Twelve, Inclusive.” Genetic Psychology 
Monographs 14:391–491, Nov., 1933. 


27 HILDRETH, GERTRUDE 


29 LANE, ROBERT HILL The Teacher in the Modern Elementary 
School. Boston: Houghton Mifflin Co., 

1941. 
30 LEE, J. MURRAY, and The Child and His Curriculum (Rev. Ed.). 
DORRIS MAY New York: D. Appleton-Century Co., Inc. 
31 LOWENFELD, VIKTOR Creative and Mental Growth. New York: 


The Macmillan Со., 1947. 


Written Language in the Intermediate School 


32 


33 


34 


85 


86 


37 


38 


39 


40 


41 


42 


43 


44 


45 


46 


47 


MC KEE, PAUL 


MEARNS, HUGHES 


OVERSTREET, H. A. 


PINTO, VIVIAN DE SOLA 


(Ed.) 


RAGLAND, FANNIE J. 
(Comp.) 


RICE, MABEL F. 


SCHONELL, FRED J. 


SEATTLE PUBLIC SCHOOLS 


SEEGERS, J. CONRAD, €t dl. 


SMITH, A. E. 


SMITH, DORA V. 


STERLING, EDNA L. 


343 


Language in the Elementary School 
(Revs): Boston: Houghton Mifflin Co., 


Creative Power. Garden City, №. У.: 
Doubleday, Doran & Со., Inc., 1929. 


Creative Youth. Garden City, N. Y.: 
Doubleday, Doran & Co., Inc., 1925. 


The Mature Mind. New York: W. W. 
Norton & Co., Inc., 1949. 


The Teaching of English in Schools: А 
Symposium. London: Macmillan & Co., 
Ltd., 1946. 


Children Learn to Write. Pamphlet Pub- 
lication No. 7. Chicago: National Coun- 
cil of Teachers of English, 1944. 


“A Soft Answer Turneth.” Elementary 
English Review 21:193-194, May, 1944. 


“Dead Letters.” Elementary English Re- 
view 18:88-88, March, 1941. 


"Letter of Complaint." Elementary Eng- 
lish Review 21:20-23, Jan., 1944. 


Backwardness in the Basic Subjects. Edin- 
burgh: Oliver & Boyd, 1942. 


Guidebook јог the Language Arts: 
Manual of Standards for the Elementary 
Grades. Seattle: Public Schools, 1943. 


“Special Tools That Facilitate Expres- 
sion.” Teaching Language in the Elemen- 
tary School. The Forty-Third Yearbook, 
Part II of the National Society for the 
Study of Education. Chicago: Univer- 
sity of Chicago Press, 1944, Chap. VIII, 
pp. 148-198. 

English in the Modern School. London: 
Methren & Co., Ltd., 1954 


“Growth in Language Power as Related 
to Child Development." Teaching Lan- 
guage in the Elementary School. The 
Forty-Third Yearbook, Part II of the Na- 
tional Society for the Study of Education. 
Chicago: University of Chicago Press, 
1944, Chap. IV, pp. 52-97. 


“The Language Arts in the Life of the 
School" Elementary English Review 21: 
161-167, 192, May, 1944. 


*Developing a Course of Study in Lan- 
guage Arts." Elementary English Review 
93:165-169, April, 1946. 


344 


48 


49 


50 


51 


The Language Arts in the Elementary School 


STRATEMEYER, FLORENCE 
B.; FORKNER, HAMDEN L.; 
MC KIM, MARGARET G., et al. 


WATTS, A. F. 


WEBB, RUTH K. 


WITTY, PAUL (Chm.) 


Developing a Curriculum for Modern 
Living. New York: Bureau of Publica- 
tions, Teachers College, Columbia Uni- 
versity, 1947, 


The Language and Mental Development 
of Children. London: George G. Harrap 
& Co., Ltd., 1944. Boston: D. С. Heath 
& Co., 1947. 


“The Nines to Twelves." Knowing When 
Children Are Ready to Learn. Association 
for Childhood Education, Washington, 
D. C.: The Association, 1947, Chap. IV, 
pp. 25-31. 

Mental Health in the Classroom. Thir- 
teenth Yearbook of the Department of 
Supervisors and Directors of Instruction, 
National Education Association. Wash- 
ington, D. C.: The Association, 1941. 


JOE ну 


Matters of English Usage 


Usage is concerned with the way in which 
people actually speak, with those accepted practices which 
make understanding possible between hearers and speakers and 
between readers and writers. Even young children can see how 
impossible it would be to communicate if people did not abide 
by certain common ways of saying and writing things so that 
radio and television programs could be understood by listeners 
all over the country апа so that people carrying on telephone 
conversations, miles apart, could understand each other. The 
Magazines and newspapers delivered to homes everywhere 
would provide only material for confusion and misunderstand- 
ing if there were not commonly accepted ways of writing things 
which made them understandable to all who read them. 

Children can be taught that it is a matter of common courtesy 
to speak and write in accepted form so that others will not 
be inconvenienced, confused, or misled by their unfortunate 
choice of words, poor handwriting, unfamiliar spelling, or mis- 
leading punctuation (18). Just as care in the use of speech 
avoids misunderstanding and hurt feelings, so courtesy and 
consideration in written language help to keep human relation- 
ships on a smooth and comfortable working basis. 

It is important that children acquire information about зеу- 
eral areas of usage in order to learn to conform to the accepted 
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practices which make the use of language successful. Usage is 
concerned with grammar, pronunciation, spelling, handwriting, 
punctuation, and choice of words in bringing about mutual 
understanding. Present-day usage is the important criterion: 
teachers are concerned with the facts of usage today, not with 
the materials of yesterday’s textbooks, 

There are certain rules regarding usage to which an educated 
person must give attention whether he wishes to or not. In 


both his speech and his writing he must live up to certain basic 
standards, 


1. Grammatical usage must meet the informal standard of his place 
and time, 


2. The words he chooses must ex 


3. The structure of his sen 
patterns. 


press his meaning clearly. 


tences must be in accord with prevailing 


Three additional rules are essential in writ 


ing: 
4. 


Spelling must be in accord with the accepted usage of the time. 
9. Punctuation and t 


he use of capital letters must follow the pre- 
vailing custom. 


6. Paragraphs must be well constructed for the 


purpose and the 
material written down in conventional form. 


Few rules for the use of 
change from period to period of hu 


ible — use the form 
and many writers nowadays are using it increasingly in books, 
magazines, and newspapers. 

It is not important that elementary School children under- 
stand the reasons for the forms that they use. It is important 
that they do the correct thing often enough, have enough real 
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experience in doing it, so that it becomes automatic. The more 
automatic good speech and good writing become, the more 
completely the producer can give his attention to the content 
of what he is saying or writing. The form, after all, is only the 
vehicle for the content. 

This chapter will concern itself mainly with grammatical 
usage, diction, handwriting, and punctuation. Spelling is dealt 
with in a separate chapter because of the concern that teachers 
and the public feel for spelling and because of the volume of 
research available in this field. 


GRAMMAR OR USAGE? 

In his book, The Power of Words, Stuart Chase says, “Стат- 
mar as I learned it in school rolled off me without leaving a 
perceptible trace, except that uneasy feeling for ‘correctness.’ 
The only conscious grammatical efforts I now make are (1) not 
to split infinitives — and why shouldn’t I? — (2) not to displace 
‘whom’ by ‘who’ — but again why not? ‘Shalls’ and ‘wills’ can 
50 climb trees. I take my grammar from the deep, unconscious 
Wells of the culture, and so far it has served me to say what I 
Want to say with reasonable economy. . . . it is to those wells 
that the writer should repair, rather than to his grammar books" 
(8, p. 98). e 

Bell, writing in England, expresses his conviction that only 
after children have acquired correct usage are they ready for 
any work in systematic grammar. He feels that good English 
is founded, “not upon formal teaching but upon the gradual 
Practice of expression.” This means that there is little room for 
Systematic grammar before the secondary school (1, p. 98). 

Another English author, Cutforth, reminds us that a great 
тапу people speak and write grammatically correct English, 
without any knowledge of English grammar at all (5). They 
learned their English by ear, through association with people 
who spoke it well and they now use correct English auto- 
matically. He finds it encouraging to note that if the spoken 
English is grammatical the written English is apt to be of the 
Same sort. So the best way to bring about results is to concen- 
trate on the child's everyday speech to help him achieve a 
Suitable standard of correctness. 
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Studies of the effect of learning grammar on children’s speech 
and writing indicate little or no gain. Even gifted children from 
highly privileged language environments who have responded 
well to the systematic teaching of grammar fail to show gain in 
their personal use of language when compared with children 
of similar background who have had no formal instruction in 
grammar at all (4). 

Pooley offers the clearest and most useful definition of good 
English — one which is accepted by the National Council of 
Teachers of English and quoted in their curriculum study: 


Good English is that form of speech which is appropriate to the 
purpose of the speaker, true to the language as it is, and comfort- 
able to speaker and listener. It is the product of custom, neither 
cramped by rule nor freed from all restraint; it is never fixed, but 
changes with the organic life of the language (21, p. 14) 


Bell, in On Learning the English Tongue, sets forth the same 
basic idea. Speaking of written English he says, 


By Good English I mean that which is forceful, direct and inti- 
mate writing of a style peculiar to the writer. 


By Correct English I mean that which is composed, spelt, and 
punctuated according to the best usage (1, p. 76). 


Of the two, Bell would put goodness first. He would have good 
English from the beginning, and work for as much of correct- 
ness as a child can achieve when he is ready to achieve it. 


HELPING CHILDREN IMPROVE USAGE 


In order to improve the grammatical usage which children 
employ in their speech, it is necessary, first of all, to diagnose 
their strengths and weaknesses. Teachers do this in a variety 
of ways. Primary teachers try to provide many opportunities 
for children to talk among themselves, freely and informally, in 
work periods in which they are free to choose the materials and 
activities they prefer. There are also periods in which children 
may share their out-of-school experiences through showing or 
telling about the things in which they are interested. Inter- 
mediate grade teachers provide time for informal conversation 
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among individuals and groups, listen to the children’s talk in 
sharing, planning, and discussion sessions and may also con- 
struct tests or employ objective tests of usage. One good 
method employed by some teachers is to keep at hand a record 
blank, during the first few weeks of school, and jot down the 
usage errors they hear or find in writing, indicating the name 
or initials of the child who used the unsuitable form. The 
teacher then has a record of the usage problems of this group 
of children, the frequency of occurrence, and the children who 
need help. If objective tests are used, it is always wise to con- 
firm the findings through free discussions of topics which inter- 
est the children or through the writing of stories. Short auto- 
biographies have been suggested for written evidence also, to 
check the validity of the test. 

Е ollowing diagnosis of the weaknesses children show, the 
next step is to decide which problems to work upon. Obviously, 
not all children’s examples of poor usage need concern the 
teacher at any one grade level. In any list of difficulties there 
will be some that represent more extreme departure from ac- 
cepted usage than others, that grate more harshly on the ears 
of educated people. These will be given first attention and the 
most concentrated effort. The level of usage which the elemen- 
tary school seeks to attain is that of good colloquial speech. 

istinctions between who and whom, shall and will, “It is Г 
rather than “It is me” are not problems for the elementary 
grades. They belong to the stage of later polishing for those 
Students who aspire to use formal literary English. 


Helping Young Children 

Some children come to school using good colloquial speech 
because their parents speak well and have given the children 
adequate guidance and motivation to produce good speech. 

oung children sometimes bring to school immature forms of 
Speech which are their own simplifications of speech patterns. 
These may be due to the child's efforts to be consistent where 
the language is inconsistent or they may result from failure to 
note the way other people use certain forms of expression. 
Every kindergarten and first grade teacher knows the child who 
Says gaily as he comes into the classroom, “Look what I brang 
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you!” or informs her, “This is a houghten dress. My mother 
buyed it for me!” All that is needed in most cases is for the 
teacher to say, “I am glad you brought it. You bring us so many 
things! You brought something yesterday too,” or “That is a 
pretty dress your mother bought for you.” Using the correct 
form in her answer as she expresses appreciation of the child’s 
contribution may be all that is necessary to help him catch the 
right form. If, later, he still has not caught it the teacher may 
say, “It sounds better to say it this way” — but only after she 
has expressed her appreciation of the thought or the act. Young 
children who are fond of their teacher absorb a tremendous 
amount from her example without being conscious of doing so. 

One’s speech is an intimate part of himself. To change it is 
to change himself. As was indicated earlier, a child’s security 
is tied up with the people from whom he learned his language. 
If he feels, consciously or unconsciously, that changing his 
language separates him from the close embrace of that rela- 
tionship he may be unable to change or fearful of doing so. 
Not until he feels secure in himself and sees value in speech 


which differs from that of his home is he likely to put forth 
effort to change it. 


Helping Older Children 

There are always some children 
grades, who know good speech but do not practice it and there 
are others who have had no experience with good speech out- 
side of the school and have little motivation to acquire it. These 
children need help to see value in improvement, but it must be 
given in such manner that it does not cast a humiliating reflec- 
tion on their family and neighborhood backgrounds. A sug- 
gested approach to the problem is "from the viewpoint of help- 
ing young people acquire a varied and serviceable wardrobe in 
language" so that they will find themselves at ease and effective 
in language situations other than those of intimate personal 
acquaintance (12, p. 8). These children need many types of 
social experience and a highly functional approach to language 
improvement. 

Selected television and radio programs, recordings, and ap- 
propriate talking pictures give children models for good speech 


, particularly in the upper 
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and tune their ears to the sound of it. Opportunity to partici- 
pate in audience situations stimulates them to put forth real 
effort to meet the standards they associate with such situations. 
Writing intelligent letters of appreciation and evaluation to 
artist stars of stage, radio, and screen who depend upon fan 
mail for evidence of popularity, catches the interest of many 
older children. They can be encouraged also to carry on corre- 
spondence with children in schools in other parts of the country 
and to write to “pen pals” in other countries. Interviews to 
gather material for classroom work, the presenting of talks or 
reports on their reading or first-hand explorations in the com- 
munity, newscasts, and dramatizations of all sorts provide good 
opportunities to enlarge their “wardrobe of language” and 
smooth out the imperfections. 

Improving children’s usage calls for both individual and 
group work. The methods used depend upon the type of usage 
to be corrected and the proportion of children within the group 
who have difficulty with it. If it is a problem of only a few 
children there is no justification for making it a matter for group 
work; guidance and help can be given to individuals as occasion 
arises. If the difficulty is experienced by the majority of the 
children, it may be called to the attention of the class, the 
unsuitable form discussed, and the suitable one emphasized. 
Opportunities can then be provided for use of the preferred 
form, and individuals recognized and commended as they put 
forth effort at self-improvement. 

Interrupting a child when he is speaking to correct an error 
is usually ineffective and may be actually harmful. The child’s 
thought is centered on the ideas he is expressing, not on his 
words, and this is as it should be. Unless the content of what 
he is saying has some value the form in which he says it is of 
little consequence. Primary school children, especially, are too 
immature to keep both content and form in mind. When the 
child has finished speaking, the teacher's first response should 
be to content only: “That was very interesting! You must have 
been quite excited when it happened. Perhaps you can watch 
for more news for us.” Only after the teacher and the group 
have responded to the subject matter of the child's contribution, 
so that he feels comfortable about it or feels a glow of satisfac- 
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tion or pride in their response, is he ready for any correction or 
guidance as to the form of it. If he is a retiring, sensitive child, 
the teacher will wait for a moment with the child in private 
when she can reiterate her appreciation of his contribution and 
then call his attention to a better way of saying what he tried 
to express, and give him an oral pattern to go by: “It sounds 
better to say, ‘The fire truck came back slowly. Try to say it 
that way next time. Thank you for telling us about the fire truck 
and the firemen you saw.” Correction should always follow 
reaction to the worth of the child’s contribution and be kept 
subordinate to it. 

The question is frequently raised as to whether it is good to 
encourage or to permit children to correct each other. Probably 
this is poor practice in many situations and for many groups of 
children. If, however, a group reaches the point of friendly, 
wholesome relationships and motivation where children are 
genuinely concerned to help each other, it may have value. The 
teacher would then be concerned to see to it that there was 
mutual give and take so that there was no danger of decreasing 


the confidence of some children while others were becoming 
overaggressive. 


There are many o 
contribution he wish 


consider means of ma 
them. 

Occasionally it is 
give the child or th 
form they are seeking to im 


practice are the children’s own ог sentences such as they might 


5, then some directed prac- 
nnot develop independence 


people’s language. They must work 
on their own (12). 


In order to help children gain lasting value from corrective 


work, teachers need to analyze any textbooks or workbooks 
they feel called upon to use to determine whether it is best to 
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omit certain exercises, to have only selected children who need 
the prescribed practice do the exercises, or to make up their 
own skill-practice materials and situations to fit the immediate 
needs of their children without regard to textbooks and work- 
books. Very rarely will all children in a class need any type of 
specific correction. 

А. Е. Smith, writing to teachers in England says this: 


To the many teachers who will most probably continue to work 
from a textbook of English exercises, in spite of anything that may 
yet be said here, we would extend one plea, begging them that, 
before setting children to work from such a book, they do ask 
themselves these questions: Is there any real point in setting my 
class to do this in writing? Would it not be more sensible to do it 
orally? Is there, in fact, actually any real advantage in doing it at 
allP (24, p. 110). 

His suggestion to English teachers is valuable for American 
teachers as well! 

Pooley in this country, writing under the banner of the 
National Council of Teachers of English, speaks equally 
Strongly: 

The great majority of language work-books and seat-work prac- 
tice pads are educationally unsound in both material and method. 
In material they are indiscriminate in selection of content and are 
far too inclusive for the ordinary needs of children. Side by side 
with fundamental corrections [such as those given in List A below] 
appear rules and strictures of refinements beyond the needs of 
children, or rules based on ignorance and prejudice. Even were 
the type of practice given in such books the best aid to learning 
usage, there is in general insufficient practice on the fundamental 
items and far too much practice on unnecessary corrections (21, 
p. 184). 


Some children will need a great deal of guided practice in 
Situations of practical value to correct the errors they have 
thoroughly learned before coming to school. But there are 
other children who employ good usage automatically and have 
never done anything else. To have these latter children fill in 
blanks with correct forms of expression, or look at both correct 
and incorrect forms and mark the correct one is to leave them 
worse than one found them! Previously these children used 
the correct form unconsciously. Now they have to think which 
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is right and which wrong. The true goal of all good teaching is 
the automatic, unconscious use of correct English. That has 
now been undermined! 


What are typical usage problems of the middle and upper 
grades? They differ from child to child and from school to 
school as much as in the primary grades. Once the teacher has 


Which are the problems to work on first? Which can wait until 
later? Which can be ignored completely with this class at this 
grade level? 

Probably the best help in answering these questions is offered 
by Pooley in his book, Teaching English Usage. He lists errors 
which should concern all elementary school teachers and those 
which are not the concern of the elementary school. 


A. ERRORS TO BE ATTACKED FOR ELIMINATION IN THE 
ELEMENTARY SCHOOL (21, р. 180) 


ain't or hain’t he give he run 

hair are I got for I’ve got have saw 

а orange my brother, he (and I says 
Кеа other double subjects) haszen 

he begun hen him, and me went them books 
was broke hisself theirselves 
he brung there is, was four this here 
climb (short i) knowed, gr owed, ete. that there 
clumb learn me а song us boys went 
he come leave me 50 we, you, they was 
have did и аңы Mary ee with we girls 
he, she, it don’t pel haven't have went 

I drunk 


didn't, hadn't ought 
was froze 


have wrote 


it is yourn, hern, 
ourn, theirn 
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The wise teacher will not attempt to work on all of these 
problems even if she is so unfortunate as to find all of them 
deeply imbedded in the speech of her class. She will select for 
intensive work those items which carry the greatest social 
penalty — those which grate most harshly on the ears of an 
educated adult — and those items which the children need to 
use most frequently. And, certainly, she will select only a few 
to work on at a time — from two to four — until children are 
making satisfactory progress in eradicating them. 

Pooley lists, also, forms of expression which he is convinced 
should not be emphasized with the whole class at any level in 


the elementary school. 


В. FORMS TO RECEIVE NO CLASS INSTRUCTION IN THE 
ELEMENTARY SCHOOL (21, р. 181) 
He acts like ће is cold. 
It is me, him, her, them. 
Everybody, everyone said that 
they... 
Who did you choose? 


If I was you, Га play ball. 
I wish I was you. 


None of us are, were there 

Can I go? 

Do the work good. 

I haven't got a pencil 

I couldn't hardly do the work. 
I haven't hardly any. 

She gave it to John and I. 

He lays din every diy, B laying Who are you waiting for? 


down, laid down, has laid down, І will probably be late. 
eus One of my brothers were here 


Do it like I do. 


While items from list B should probably not be taught to the 
entire class in most elementary schools, even at the fifth or sixth 
grade levels, there are some children, possibly even some 
Classes, who are ready for work on some of these refinements. 
The fact that these are considered to be not the most important 
items to work on in the elementary school does not mean that 
they are universally accepted forms of English expression. What 
the author is saying is that they must wait on the clearing up 
of the items in list A. Yet how many of these list B items receive 
Practice in some of the textbooks and workbooks in common 
use today! 

The level of English toward which the elementary schools 
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and even the secondary schools should strive with all children 
is informal, standard English. This is the English that educated 
people speak in their comfortable, ordinary intercourse. It is 
basically correct yet it is flexible enough and has sufficient 
breadth to permit all the shades of difference that are appro- 


priate on different occasions. It is, in fact, the English language 
as it is used today. 


GRAMMAR THAT FUNCTIONS 


The term “functional grammar” has become widely used to 
refer to the introduction of grammatical concepts into experi- 
ence with language wherever those concepts add value to the 
experience in which children are engaged. This means that 
some concepts of grammar may appear in the elementary school 
at a variety of points and in any manner which is appropriate 
to the age and maturity level of the children and to their 
immediate needs. In such manner, children’s introduction to 
grammar becomes a vital and meaningful one, not the super- 
imposing of a body of facts for which children see little or no 
need or use. + 

While experts would put most of the work with structure of 
sentences in the secondary school, children can learn some of 
modern elementary school 
gnize words and sentences 
A nursery or kindergarten 
new word a child is using 
new experience. Children 
1 stories for the teacher to 


? Who has а good sentence 
for us?” Sentence and word are terms which are called for 


frequently in the course of classroom activities and children 
note the fact that the word is the smallest unit of speech and 
that the sentence expresses a complete thought. It is not a 
matter of stating definitions, which would have no value, but 
rather a matter of evolving concepts through contacts and 
experience in situations of use. 


The seven- and eight-year-olds in the primary grades enjoy 
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playing with a sentence to make it paint a clear and colorful 
picture. A child’s sentence, suggested for a group story, may 
be, “The fox went to the hen house.” At the teacher's suggestion 
they try to picture the fox and come out with, “The sly fox 
crept cautiously through the tall grass to the hen house.” They 
learn that words can be used to add life and color. Perhaps in 
the course of evolving the sentence the teacher calls some of 
those words adjectives. The children are not expected to re- 
member the term, but through repeated, incidental uses in tell- 
ing situations the word becomes understood and finally incor- 
porated into the children’s vocabularies. 

The concepts of subject and verb and the place of each in a 
sentence, may be called to the children’s attention in the fifth 
or sixth year. They will not master either the terminology of 
grammar or its function until later on in the secondary school 
but they are aware of its existence and have developed some 
initial interest in it, preparatory to later work. If all skills that 
children were to be expected to master could be introduced 
equally meaningfully in real use situations well before the age 
at which they set out to master them, children would acquire 
many skills more readily and more purposefully. 

Grammar books have no place in the elementary schools 
though reference outlines to help with usage may have a place 
in the higher grades. Kaulfers suggests such usage outlines as 


the following (12, p. 69): 


дева WE SAY 

hardly BE 
e 

RN m anyway 

not (nt) anywhere 

nothing Guay 

scarcely any 


Children may be able to set up their own outlines for reference 
among them may be able to 


and a few of the more mature 
use grammar books as reference sources in working out their 
outline. 

Certain grammatical forms with which children have trouble 
can be cleared up relatively easily through discussion and the 
citing of examples when children are ready for them. Some 
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children need help with understanding pronouns as substitutes 
for nouns. They can see the value of pronouns in such a sen- 
tence as, “Jane fell and skinned Jane’s knee when Jane was 
racing on Jane's roller skates" They know which pronouns 
sound right at each point in the sentence, But the use of two 
pronouns often presents problems. A child will say, “I went to 
the circus”; “He went to the circus”; and then, when putting 
the two together, say, “Him and me went to the circus.” Or 
he will say, “Dad gave circus tickets to she and I.” The simple 
rule, “Say what you would say for each one separately” will 
clear up the problem very quickly when attention is centered 
on what sounds right. Sound and cadence serve as guides in 
the use of some adverbs and articles. “He walked slow and care- 
ful” does not glide as smoothly as “He walked slowly and care- 
fully” nor “He ate a orange” as smoothly as “He ate an orange.” 
Standards in all teaching of usage need to be kept realistic. 
There are still some teachers who attempt to hold to the rule, 
Always speak in complete sentences” — even with primary 
grade children. Yet the rule is violated in even the most precise 
adult speech. To answer the question, “Are you going to the 
party?" with “Yes, I am going to the party," or *Do you have all 
of your materials?" with “No, I do not have all of my materials,” 
is stilted, unnatural English. Good speech would call for, “Yes, 
Tm going," or “No, I haven't," rather than the artificial correct- 
ness of a complete sentence. Good speech is simple, rhythmic 
speech which follows the cadence and the pattern of informal 
standard usage. 


Formal grammar is a Professional tool like the technical 
knowledge which doctors, 


in carrying on their professions. It is needed by the linguistic 


— usage that makes it possible for the individual to merge his 
interests and his activities with those of others without being 
conspicuous and without needing to give thought to his use of 
language. Informal standard English should be the property 
of every child by the time he finishes the common school, if that 
is at all possible. 
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VARIETY AND UNIFORMITY IN SPEECH, ESPECIALLY PRONUNCIATION 

American speech lacks uniformity in pronunciation and 
usage, a fact which adds considerably to the interest of travelers 
within our country as well as those from outside it. We should 
be sorry to have teachers train Maine children so that they no 
longer add an r to the word idea. We should lose much of 
interest if the people of Georgia and the people of Kansas 
learned to speak exactly alike. We are interested in the “wait 
on me” which one hears in Indiana, whereas the rest of the 
country says “wait for me.” Something of interest would be lost 
if people from the Pennsylvania Dutch areas ceased to reverse 
“leave” and “let,” even though the reversal is obviously not 
correct. Americans like the diversity within their English- 


speaking country and take pride in the ease with which com- 


munication is carried on in spite of the diversity. 

Good speech for both children and adults is inconspicuous 
Speech and speech which is easily understood. Children tend 
to acquire the pronunciation patterns of their parents and 
others with whom they are closely associated, unless their 
Speech apparatus is defective or their learning impaired. If the 
adults speak clearly and pronounce words in accepted conven- 
tional manner, the children will have no difficulty with pronun- 
ciation unless they permit their speech to be slovenly, with 
insufficient movement of the vocal apparatus, particularly the 
tongue and lips, to make the speech distinct. 

Pronunciation of words differs, even in the standard diction- 
aries. Dictionaries, like grammars, record the best current prac- 
tice and often there is great diversity in practice. There is 
variability in the use of accent and in the pronunciation of 
vowels, but consonant sounds are not highly variable. 

Children are not called upon to determine which are pre- 
ferred or acceptable pronunciations. Teachers and language 
experts do that. The teacher's problem in the elementary school 
is to listen to the speech of each child and try to correct it if 
there is any conspicuous deviation from the speech that is 
commonly accepted as good in that particular geographic area. 
She may need to work on the child's speech also, if it is suffi- 
ciently different from standard usage to cause difficulty in read- 
ing or spelling. Much of the work of improving pronunciation 
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is related to the teaching of spelling and will be discussed in 
the following chapter. 


HANDWRITING 


Handwriting has an interesting history in the schools of the 
United States. Three or four generations ago handwriting was 
an art which was executed slowly, painstakingly, and very 
beautifully by most of the people who could write. By the turn 
of the century or shortly thereafter the majority of people could 
write and speed became important in handwriting in order to 
take care of the many uses to which writing was put. Systems 
were devised in which legibility and speed could be attained 
through emphasis on arm rather than hand and finger move- 
ment and perfect uniformity in style became a major goal. 
Many present day adults practiced long and diligently to attain 
awards in the form of badges and certificates for making perfect 
copies of model handwriting and doing so within prescribed 
time limits. Daily drill periods for all children were the rule 


succeeded in making all chi 
this possible. 

Individuality in handwriting is the result of several factors. 
The muscular behavior of individuals differs. Some people 
move slowly while others do everything at a more rapid tempo. 
This is as true of walking and talking as it is of doing things 


with the hands. Some people find fine, delicate movements 
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easy to make, others do better with larger, bolder strokes and 
movements. Some find rhythmic movement easy to attain; for 
others, movement is more choppy, more staccato. The quality 
and speed of an individual's handwriting are influenced by his 
health and energy as well as by the quality of eye-hand-mind 
coordination he has been able to develop. Also, some people 
enjoy developing a highly individual, more artistic handwriting 
while others are content to produce a practical, utilitarian 
product and care less for artistry. For whatever reason or 
combination of reasons, young adults write as they wish to 
write or as they find it convenient to write, regardless of the 
emphases on form and style through which they labored as 
children, and their handwriting will change still further as they 
grow to old age: "c 

But everyone would agree that enough uniformity is impor- 
tant to meet standards of legibility in handwriting. Courtesy 
demands sufficient uniformity to prevent inconvenience, frus- 
tration, or musunderstanding on the part of readers. Legibility 
is the first essential in all writing and each individual finds it 
necessary to develop speed and ease of writing sufficient to 
meet all of his writing needs. 8 

A major development in handwriting took place during the 
1920’s with the introduction of manuscript writing into the 
elementary schools. It was not a new form of writing but a 
revival, in simplified form, of the handwriting of the monks in 
the monasteries of the Middle Ages, the handwriting used in 
the hand-illuminated manuscripts which now line the cases 
of the great museums. Manuscript writing had been used in 
England for some time before its introduction into the United 
States: the new form was adopted rapidly by private and 
experimental schools though its introduction into the public 
schools required another ten years ог more. — 

Manuscript writing can be learned very quickly and can be 
used for purposes of communication while it is being learned. 
The simple letter forms, composed of circles and straight lines, 
can be copied fairly easily by young children. They can turn 
Out a legible product almost from the first attempt. The fact 
that each stroke of a letter can be drawn separately and that 
the letters are not joined in the forming of words makes writing 
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simple and easy to copy. The wrist of the young child still has 
cartilage where bone will later form and his finger muscles are 
still undeveloped at the age at which he needs to begin writing, 
so a simplified form is a great boon to teacher and child alike. 

Most schools now add cursive script to the child’s writing 
equipment in the third grade, others add it in the fourth grade, 
while a few schools permit children to use manuscript writing 
exclusively, unless they choose to learn the cursive form. A 
survey by Freeman, reported in 1946, indicated that 84.3 per 
cent of the 727 cities responding were teaching manuscript 
writing at least in the first grade and had found that the advan- 
tages in so doing far outweighed any possible disadvantage (7). 

A few schools add cursive writing at second grade. Second 
grade appears to many people to be too early to add cursive 
writing for two main reasons: (1) Children still have not devel- 
oped enough muscular skill to make cursive writing easy and 
the time spent in learning it at this level is excessive. (2) Chil- 
dren have only just reached the stage at which they can enjoy 
manuscript writing as a tool, and they are beginning to be pro- 
lific writers because they enjoy doing imaginative and other 
types of writing. Adding a new form of handwriting at this 
time cuts off the interest in creative writing just as it is begin- 
ning to flower and makes the whole problem of writing more 
difficult than it has any need to be, By the fourth grade, chil- 
dren can swing into cursive writing with greater ease and still 
retain their interest in writing. 

If handwriting is learned as a tool and used as a tool in many 
types of work, the legibility and speed which children need to 
acquire can be attained without the daily drills so commonly 
found even in Grades Five and Six a few years ago. There is 
little justification for daily drill, especially beyond the stage at 
which the child achieves a legible hand. Emphasis on good 
handwriting on the final draft of letters, reports, compositions, 
and the like gives children practice in careful writing. Genuine 
purposes for writing will take care of the problem of speed, 
since it must, in the last analysis, be an individual matter. Some 
children will need to isolate letter forms and practice to im- 
prove them from time to time but the majority of children need 
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little if any of such drill. Children who need help can be worked 
with individually or in small groups if their needs are similar. 
A great deal of time has been wasted on class drill in the past 
which might better have been spent on more library reading or 
other enriching experiences. Proof of this lies in the fact that 
the quality of writing done by high school and college students 
who had daily drill periods for handwriting in the elementary 
school is little or no better than the quality of writing of those 
who did not have such drill. 


PUNCTUATION 
On the adult level, punctuation is the most personal of all 
phases of usage, primarily because it is used to increase clarity 
and emphasis in the written expression of thought (13). Good 
almost complete disuse of punctuation marks 
to the use of so many that a sentence is broken into many little 
fragments. It is impossible to establish uniform practice, even 
if that were ideal. Editors differ so much in their use of punctu- 
ation that some writers leave part of that task for the editor to 
care for. Completely consistent uniformity in the use of punctu- 
ation would be inconsistent with fine, discriminating writing. 

Marks of punctuation are traffic signals along the way to tell 
the reader how the writer wishes him to proceed. There are 
capital letters to signal beginnings of sentences and periods, 
question marks, or marks of exclamation to signal ends of sen- 

_ tences. Commas are partial stops, suggesting that the reader 
slow his pace here because of a slight change of thought. Semi- 
colons indicate a more decided change and colons indicate that 
а procession of somewhat parallel points is to follow. 

Children can be taught to see the value to the reader of marks 
of punctuation. Nystrom tells of a little boy who attempted to 
read a composition written by another child, and his indignant 
exclamation, “How do you expect me to read that, no starters 
and no stoppers!” (19, p. 66) Аз the teacher writes from the 
child’s dictation, she inserts the necessary punctuation. She may 
call attention to it, saying, “That is a question, isn't it? ГИ put 
à question mark here at the end,” or “ГП have to mark the part 
that John said so we'll know that he was talking." 


Writers range from 
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Most of the teaching regarding punctuation must be done in 
the children's own writing. It was recommended in Chapter 12 
that the teacher work with young children as they write, an- 
swering all questions and giving help wherever needed. The 
teacher may ask a child to read to her what he has written and 
may put in the “traffic signals,” telling him why each one is 
needed to make the material clear to the reader. In the inter- 
mediate grades, children will be using some punctuation cor- 
rectly as the result of the individual and group help they have 
received earlier. Now the teacher proofreads with each child 
the material he has written (if the material is to be read by 
others) and helps the child to put in the marks that are needed. 
This is individualized teaching of the kind that bears fruit. 
(See Chapter 18.) 

Mastery of the use of forms of punctuation comes about 
gradually and not all children attain it during the same time 
interval. Consequently, it would be impossible to set. definite 
standards of achievement for each grade. Teachers will work on 
the placement of capitals and periods from the beginning of 
experience with writing. Question marks will find their way 
into early writing also. The use of the comma in the date and 
between the name of the city and state may come fairly early. 
It is important for teachers to remember at all times that the 
best learning comes through having the child read his own 


composition with the teacher and find the places where traffic 
signals are needed for clarity. 


CHOICE OF WORDS 


Diction, or choice of words, is also a matter of usage. This 
has been considered at a number of points in this book. It is 
important to remember that the extent and quality of the 
vocabulary an individual possesses determines in large measure 
the words he will choose to use. Choice of words is dependent 
in part upon extent and richness of personal experience. People 
who overuse a few dull words are probably people whose first- 
hand experience and vicarious book experience are sadly lim- 
ited. Broad experiences, the development of many interests; 
and appreciation of good literature and good speech are essen- 
tial to good diction. An individual whose ear is tuned to catch 
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interesting words and who is sensitive to shades of meaning and 
feeling is likely to use vivid and interesting words in his own 
speech and writing. 

Adults, as well as children, may fall into a habit of using the 
same word to serve many purposes. Often, on rereading a per- 
sonal letter that one has written, he finds that he has sadly 
overworked certain words when other, more colorful and even 
more suitable words could have been put to use. Many children 
are prone to use “omnibus” words. Everything is “wonderful” 
or “cute” or “keen.” 

Children can find real enjoyment in searching for exactly the 
right word to fit a purpose that interests them. A class of ten- 
year-old girls in an English Junior School were setting about 
the task of writing a composition or story which would include 
conversation between two characters. They had agreed upon 
this method of checking on their use of quotation marks or 
"inverted commas” as they called them. The teacher suggested 
that each girl, before she started to write, make a list in her 
rough notebook, of all the words she could think of to use in 
place of the word “said.” The notebook lists were long and 
varied and included such words as explained, remarked, re- 
torted, offered, protested, and even exhorted, and simpered. 
A soft chuckle could be heard now and then as a girl thought 
ОЁ a good possibility. The written compositions served the 
Purpose for which they were planned and also brought forth 
Some colorful, interesting writing. Teachers need to remember 
that reasonably “correct” writing which is flat and dull and 
expresses no exactness of meaning is poor writing. It may 
Present evidence of some learning regarding correctness of form 

ut it represents poor English usage. E е | 

From early childhood on, children enjoy playing with words. 
The avidness with which they lay hold on spicy, new expres- 
sions and even vulgar slang proves their interest in words. Many 
children would find pleasure in discovering the history of words 
— their origin and the differing uses to which they have been 
put through the years. Holiday names, Christmas, Easter, 
Hallowe'en, and place names from various national and racial 
origins would interest them. A map of the United States or of 
any single state reveals names from a large number of original 
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sources. The source and meaning of their own names, both the 
family name and the child’s given name can be found in un- 
abridged dictionaries and in special dictionaries of names. If 
teachers take time to discuss interesting words found in reading 
and spelling, children can become keenly interested in words 
and in working toward clear, exact, and colorful expression. 
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“Spe 


Spelling has only one purpose — to enable 
readers to gain meaning from what is written. If one had no 
need to write for anyone but himself, any type of code might 
serve his purpose. But since most writing exists to be read by 
others than those who wrote it, it is essential that there be a 
conventional system for translating meanings and oral symbols 
into graphic symbols. Spelling can scarcely be called one of the 
language arts, but it is an essential element in literacy. Stowing 


away a certain amount of knowledge of spelling is a basic task 
of children in any school. 


ENGLISH SPELLING 


English spelling has been a severe trial to schoolteachers and 
a good many other people ever since Samuel Johnson assembled 
his concept of it in “A Dictionary of the English Language 
in 1755. Previous to that time literate English-speaking people 
spelled pretty much as they wished. In the sixteenth century 
a word like guest might appear in print as “gest,” “geste, 
“gueste,” “ghest,” or “gheste” (19, p. 115 ). The printers wanted 
some sort of regularity about the way words were spelled but 
found it hard to agree and for centuries some words fluctuated. 
As people accepted the spelling recorded for them in the early 
English dictionaries these forms came to be considered standard 
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or correct and all other spellings were considered wrong. 
ma а great lexicographer after Johnson was an American, 
Pn e ster, who published a book, later known as ^Webster's 
pelling Book,” in 1783. This famous “blue-backed speller” was 
D from cover to cover in many log cabin schools and 
а p schoolhouses." The "spelling bees" in these early 
ow ouses are mentioned in many stories of pioneer life. To 
e = through the whole speller ( and sometimes more than 
rond was almost the measure of one's education. As a result, 
EU became perhaps even more conscious of correct 
am A than the English and more arbitrary in their adherence 
n an ards. But even at the present time people who write 
prs do not always agree upon spelling. Americans write 
urn check, fulfill, mold and learned where the British prefer 
our, cheque, fulfil, mould and learnt. 
iis reason English spelling is a trial is clear to anyone who 
жагы to match sounds and letters in some of the most com- 
lon y used words. There are nine common ways to spell the 
A g sound of a and Americans use five other less common ones, 
me of which are borrowed from French. 


Common Spellings of а 

а — аз in aerial or aorta 

a followed by silent e — as in mate, cane 
ay — аз in play 

ey —as in they 

ei — as in veil 

ea — as in great 

ai — as in chain 

eig — as in reign 

eigh — as in neighbor 


Less Common or Borrowed Spellings 


eh — as in eh? 
ee — as in entree, matinee, fiancee 


у б A 
é — as in fiancé 

et — as in croquet 
ua — as in guage 


Takes: А 
НЕ the long о sound is found in many different combina- 
ns of letters. It appears in no, low, owe, set, beau, dough, 
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chauffeur. Or suppose one tries to spell the word cinnamon. 
The sounds of the first syllable might be spelled 


sin — as in sincere 
syn — as in syntax 
cin — as in cinder 
cyn — as in cynic or Cynthia 


Any language that adopts a phonetic alphabet begins by 
coming as near as possible to spelling a word the way it sounds. 
The spoken word is a symbol and the written word becomes a 
matching symbol. Each letter of the alphabet has one sound. 
But, unfortunately, pronunciations differ from time to time and 
from place to place. When An glo-Saxon was spoken in England 
many words were spelled phonetically that are unphonetic as 
we now pronounce them. The word knight was pronounced 
k-n-i-h-t. Eventually people dropped the pronunciation of the 
k and the h and drawled out the i so that it had the long sound 
of i in nine instead of the short sound of i in it. People continue 
to write knight though they have pronounced it n-i-t for nearly 
a thousand years (19, p. 114). The pronunciations of many 
common words differed in Shakespeare's time from their pro- 
nunciations today. Certainly a language used as mother lan- 
guage by a quarter of a billion people from Melbourne to 
London to Chicago will not be pronounced in exactly the same 
manner by everyone. The Australians pronounce Australia, 
gray, lace and veil with the long i sound where English and 
American speakers would use the long a sound. The pronuncia- 
tion of the letter r in the United States varies from the uh sound 
of the Georgian in "fathuh" to the harsh, drawn-out r-r-r of the 
Middle West, "fatherrr." Speakers in Maine add the r sound to 
the end of the word idea although they add no r to its spelling. 

Should spelling change with pronunciation? If so, English 
might soon become a language of such diverse regional spell- 
ings as to be almost unintelligible to people from other regions. 
The answer has always been a compromise. Pronunciation has 
changed and will continue to change. Spelling reformers en- 
counter resistance to their proposals even though some of their 
logic is perfectly clear. Professors cud rite buks on speling 
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refawm and children could learn to write Meri had a litl lam 
(4). But the immense literature now available in English would 
become difficult to read unless it was all reprinted in the pre- 
vailing phonetic pattern. So the compromise continues — 
English speech changes slightly from place to place from gen- 
eration to generation, but English spelling tends to cling to the 
standards set by Johnson and Webster. Children and foreigners 
will probably always have to learn to spell bough, through, 
enough, though, thought and all the other words that are illogi- 
cally spelled from the viewpoint of simple phonetics. Perhaps 
in time radio and television may standardize the use of the 
language to such an extent as to make systematic simplification 


of spelling profitable. 


TWO IMPORTANT OBJECTIVES FOR TEACHERS 
Learning to spell the words one needs is a never-ending task. 
Any literate adult who gives attention to the inventions and the 
new areas of skill and interest which concern mankind is forever 
learning to spell new words. No present day adult learned as a 
child in school to spell supersonic, atomic fission, penicillin, 
Antibiotic or any one of scores of newly used words. Some of 
the words adults use glibly did not exist when they were chil- 
dren and many others did not carry the meaning they carry 
today, It is possible that every individual learns far more 
Spelling after he leaves the last class in which it is taught him 
than he ever learns in school. So objective number one for the 
teaching of spelling must be: Help each child develop E үза 
tive method of learning spelling. This must be a method that 
€ can use by himself as he has occasion to learn new words. 
It must be one that is economical of effort and as thoroughly 


effective as possible. 


Studies by Horn, Thorndike, Gates, Rinsland, Fitzgerald, and 


Others present ample evidence regarding the common words of 
English — those that are used most frequently in all types of 
writing whether formal or informal, dealing with ordinary 
everyday ideas or highly specialized ones. We have evidence 
regarding the most-needed words. Objective number two then 
must be: Help each child learn to spell accurately and confi- 
dently as many as he can of the common words of English. 
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PREPARATION FOR SPELLING 

A child’s first awareness of the fact that words are made up 
of separate elements may come through listening to the reading 
of his alphabet rhyme book as he points to the letters. Or it 
may come as he watches his mother print his name in big block 
letters and tries to copy it for himself. Four-year-old Betty 
leaned on the arm of the chair as her mother jotted down the 
last items of the grocery list before they started for the super- 
market. When her mother wrote the word Beets Betty said, 
"^I have one of those in my name, but only one of those and 
two of those” pointing to the B, E, and T of the word her mother 
had written. Probably many children are learning to spell 
T-i-d-e, Tide and D-u-z, Duz and a score of other words at a 
very early age because of television commercials. 

Perhaps most children are first aware of the need to arrange 
letters correctly when they try to write an identifying name on 
a picture they have drawn ог а piece of wood from the scrapbox 
that they are fashioning into a boat or other object of personal 
importance. Six-year-olds recognize the need for identifying 
their property in the midst of so many children and work hard 
to copy the name cards the teacher has given them. As five- 
year-olds they may have asked the teacher for a sign for their 
block firehouse or a name for the railroad station they built for 
their dramatic play. Now they are ready to do simple writing 
for themselves. 

Work with drawing, painting, scissors, and clay have helped 
to build eye-hand coordination. Putting together picture puz- 
zles and other work with materials has helped to build visual 
discrimination for sizes and shapes. Singing, listening to music, 
saying rhymes and jingles have helped to build sound discrimi- 
nation. Talking with individuals and the group and listening to 
the teacher's clear speech as she reads stories and poems and 
sings the words of songs have helped the child to hear and to 
articulate sounds correctly and to enunciate words and syllables 
clearly. All this is background for his task of learning to spell. 

The first words a child learns to spell after he has mastered 
the writing of his name may be dear and mother for the notes 
that must go home carrying special messages or asking permis- 
sion for school excursions. At first the teacher duplicates the 
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body of the note, but later the child can copy the message the 
class has agreed upon. Still later, he will want to write his own 
note. 

Many children become aware of initial consonant sounds 
early in the first grade. If Mary says, “That word starts the way 
my name does!” the teacher takes time to help the children play 
with the sound, to find other names in the group that begin with 
the same sound and to name all of the appropriate words they 
can think of. Some children notice sounds early, some much 
later. Spelling begins slowly and incidentally in the first grade 
so that children who are ready for it can pick up new spellings 
as they need them and those who are not ready are provided by 
the teacher with the spellings they need. 


SPELLING IN THE SCHOOL PROGRAM 

Spelling is an essential element in any writing experience. 
Beginning in the primary grades, children need spelling in 
order to write of their personal experiences and to do creative 
writing of fanciful or realistic material. They need spelling as 
they write of science interests and interests that fall into the 
social studies realm and even in some of their work in arith- 
metic. Any material that is to be read by others must follow 
conventional patterns of spelling if others are to glean the 
Proper meaning. Spellings are arbitrary and all too often illogi- 
cal from the child’s point of view. Probably one of the reasons 
it is difficult to motivate some children to really work on spelling 
is that its arbitrariness is to them incomprehensible. 


Spelling and Oral Language 
A child who is learning to put his own ideas down on paper 
‘writes as he would talk. His word usage and sentence structure 
are those he uses in his speech. Many poor spellers have diffi- 
culty because they try to spell what they say. The seven-year- 
old who asks his teacher how to spell “smorning because he 
wants to write “I got up late *smorning " needs help with 
Speech and hearing if he is to spell accurately. The college 
Student who writes reconize and enviorment for recognize and 
environment is writing what he habitually says. 
Children who come to school speaking letter sounds incor- 
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rectly need a great deal of help with speech before they do 
much with spelling. Those children who articulate sounds accu- 
rately, enunciate syllables and word endings clearly, and pro- 
nounce words correctly find spelling easier than do children 
with poor speech. Some children need help with listening in 
order to hear sounds accurately, to catch all of the syllables in 
a word, and to reproduce the word correctly. 

If children have had Opportunity to talk about the material 
they are to write they will spell better than if they approach it 
without oral preparation. If the writer has an abundance of 
ideas and has heard them expressed and thought of them in 
sentences, he can more easily put them down on paper. If his 
ideas flow with ease he can give more attention to spelling as 
he puts them down than he can if he has to struggle with ideas, 
sentence structure, and spelling all at once. 


Spelling and Reading 


Schonell maintains, as do others in England and the United 
States, that most children can read many words a year or more 
before they can spell them (22). Primary teachers in this 
country tend to agree that some children learn a good deal of 
spelling through their reading though some learn very little. 
People who work with children who need remedial help with 
reading often find these poor readers to be even poorer spellers. 
Russell found that, at the end of the second grade, spelling 
ability was closely associated with ability to recognize words 
in reading and to blend the word meanings into the larger 
meaning of the paragraph (21), Recognition of letters of the 
alphabet and skill in visual discrimination of words were also 
closely related to readiness for spelling, Reading helps children 
expand and deepen their meanings for words and add new 
meanings. Reading words in context helps them to see that 
words which look alike may carry very different meanings. 

Both in reading and in spelling, words which carry concrete 
meaning are easier to learn to recognize and to spell. The words 
play, fun, dog, and movie are far easier to learn than what, 
once, because, and these because the child can picture the for- 
mer words concretely or respond emotionally to them whereas 
what and because are indefinite and intangible. A difficult word 
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like Christmas or bicycle will be easily learned if it means a 
great deal to a child. 

It is sometimes suggested that the new words a child learns 
in his reading he should also learn to spell. Adults as well as 
children read and understand many words they have no occa- 
sion to write. If a word learned in reading is needed also in 
writing the one learning situation will reinforce the other. Word 
lists which can be used when writing, picture dictionaries, and 
later more mature dictionaries are a necessary part of a good 


spelling program. 


Spelling and Writing 

Young children like to tell about the pictures they have made 
and may soon be copying captions or stories about them. The 
group composes notes to absent children or to mothers and 
soon some of them can make their own copies. 

Spelling is not taught as a skill in the first grade. The children 
May give attention to a frequently used word as, for example, 
the word “Dear” at the beginning of a note or letter, and some 
children will become sufficiently interested to learn to spell a 
number of words. This is particularly true in some of the 
primary schools of England where children are encouraged to 
do a good deal of writing, beginning at the six-year-old level 
(6). If a word is used frequently in material the teacher writes 
for the children or material they dictate for her to write, she 
may ask, “Could anyone help me spell this word? How does it 
Start? Yes, Monday starts the same way as mother, make, and 
March. There are many words that start that way.” Calling the 
children’s attention to spelling and giving them clues as to how 
to go about learning it, forms an introduction to later work and 
gives children a sense of its importance. Children may be 
encouraged to go as far as they can in spelling a word, and the 
teacher then helps them to finish it. Emphasis on spelling 
should wait until the children have made a good beginning 
With reading, because the habits to be developed in learning to 
spell conflict with those which are emphasized in learning to 
read. Reading calls for recognition of the printed symbol form 
Of words as they stand before the eyes on a printed page or 
Writing board; words are dealt with as units of the whole 
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thought which is the sentence. Spelling calls for selecting and 
assembling the proper letter units to form a word and fitting 
them together in the proper order. Reading is concerned with 
attention to the building of the meaning of word units, and this 
requires that children develop rhythmic eye movement and 
increasingly broad eye span. Spelling, if emphasized too much 
and too early, conflicts with the establishment of these habits. 

In the second grade, where many children begin writing in 
earnest, they need generous help with spelling so that they can 
write what they want to say and not have to modify meaning 
and decrease interest in order to stay within the very limited 
bounds of known spelling. Help can be given in a variety of 
ways. The teacher may tell a child outright how to spell a word 
or write it for him on the chalkboard or a scrap of paper. She 
may begin the writing period by helping the children to make 
a list on the chalkboard of the words they may need for the 
writing task they are considering. Or there may be lists of 
words available on sheets, in large booklets or a card file, to 
which children can turn for the help they need. Picture diction- 
aries are valuable at this point also. In many English schools, 
teacher-made lists with words clearly written in half-inch manu- 
script writing, are placed in folders labeled “Food Words,” 

Home Words,” “Animals,” “Travel,” “Holidays,” and the like, 
and suspended from the chalkrail or hung at convenient points 
about the room. One frequently sees children searching the 
lists for words they need in their writing. 

Older children need to be taught to use increasingly mature 
means of self-help. The word lists and glossaries in the spelling 
textbooks and other study materials and the dictionary take on 
value as the child is helped to use them skillfully and economi- 
cally. All children should be taught to proofread their writing 
for spelling errors and to take pride in correcting and polishing 
their work until it is clear and free from errors. 

Experience in composing and writing is essential to the learn- 
ing of spelling. The more use a child makes in his writing О 
the words he is learning to spell, the more quickly he achieves 
mastery. The child who is interested in writing gives himself 
more practice and pays more attention to spelling than does the 
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child who rarely writes and then only under compulsion. The 
more closely the writing the child does in school resembles 
the writing he does or sees others do in life outside the school 
the more quickly and securely he masters the words he needs 
to use. 

Children learn early in their work with spelling that illegible 
handwriting and inaccurately formed letters may be interpreted 
as incorrect spelling. Legible handwriting, together with cor- 
rect spelling, help to insure accurate interpretation of meaning 


by the reader. 


Spelling and the Content Subjects 

The writing the children do in their study of the content 
areas tends to motivate and to reinforce their learning of spell- 
ing. They may take notes in connection with their reading or 
оп trips they make. They may record the questions to which 
they wish to find answers and the results of their independent 
research, They may write to various sources for material or plan 
In writing for the interviews they consider important for their 
Study. Each child may report his findings in writing and add it 
to the cumulative record the group is preparing. They may 
organize all their material at the end of their study and prepare 
à permanent record of it. All such experience encourages chil- 
dren to give careful attention to the spelling of the key words 
in their reading and the words they need for their writing. It 
Bives them practice in self-help through referring to the dic- 
tionary and other books and materials. Writing up science ex- 


periments helps them to understand the need for accuracy, 


Dot only in spelling but in choice of words to carry precise 


meanings, 
It is essential that teachers and children give thought to 


spelling in each new area of content A great deal of progress 
m spelling can take place apart from spelling lessons. Making 
lists of new vocabulary and recording in individual spelling 
notebooks all of the words that should be mastered, helps to 
fix in mind both the spelling and the obligation to master it. 
Obviously, not all of the words used in a study need be included 
in the lists for mastery. Able spellers will learn more words 
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than less able spellers. Children will turn to reference lists for 
some words while other, more frequently needed and more 
commonly used words will be actually learned. 

Junior high school, high school, and college teachers have an 
obligation to be concerned with the spellings needed in their 
areas of work. If children in the elementary school learn the 
common words of English that are needed as the threads that 
are woven into sentences in any area of content, then older 
young people are free to spend their energies on the specific 
words that are peculiar to the areas they are studying, whether 
they be words dealing with chemistry, physics, economics, 
psychology, or any other area. 


A BASIC SPELLING VOCABULARY 


In the days when schools used Webster’s blue-backed speller 
children learned to spell great numbers of words for which they 
had no possible use. Spelling was thought of as mental disci- 
pline and the actual usefulness of the words was of little impor- 
tance. A great deal of time and effort was expended on spelling 
for its own sake. But in those days children learned little or 
nothing of the material considered so important today in the 
realms of social studies, health, and science. As new emphases 
crept into the curriculum the time devoted to spelling had to 
be curtailed. Each element in the curriculum had to be weighed 
in the scale of practical value in the lives of children and adults. 
Many words in the earlier spelling lists were found to be of little 
use and the total number of words set out to be mastered was 
greatly decreased. As it became obvious that spelling lists must 
be shortened it became necessary to discover which words were 
the most important for everyone to know and how many it was 
practical to work on in the elementary school, so that time spent 


in learning spelling might result in maximum gains for the 
meeting of practical writing needs. 


What Words and How Many? 


Many studies are available which provide evidence regarding 
the words most frequently used by adults in many vocations 
and in all types of writing. There are several studies of words 
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children use in their own writing. A number of the studies in 
both categories are listed in the bibliography at the end of the 
chapter. 

Probably the most important studies of words used in adult 
writing were those of Ayres, Thorndike, and Horn. In 1915 
Ayres published a list of 1000 words used in literary writings 
and adult correspondence (1). In 1920, Thorndike published 
his list of 10,000 most frequently used words derived from 
samples of textbook, literary and other published materials. 
In 1931 this list was extended to 20,000 words through analysis 
of additional material and in 1944 Thorndike and Lorge ex- 
tended the list to 30,000 words (28, 24, 25). The Teacher's 
Word Book has been widely used by publishers and writers in 
the construction of textbooks. In 1926 Horn made a study of 
in business and in a variety of types of 
Occupations, tabulating 5,000,000 running words in all and com- 
piling some 36,000 different words from the total (17). 

The studies of Ayres, Thorndike, and Horn provided the basis 
for many later and less extensive studies of adult writing vocab- 
ulary. The most important point to come from these studies was 
the revelation that a relatively small number of words and their 
repetitions — not over 3,000 — accounted for more than 95 per 
cent of the total number of running words tabulated. 

The most important study of the writing vocabulary of chil- 
dren is probably that of Rinsland (20). His study, published 
in 1945, tabulated more than 6,000,000 running words in chil- 
dren’s writing of all types. He gathered together over 100,000 
Papers, grades 1 to 8, from 416 cities all over the United States. 
The material included children’s independent informal writing, 
in school and out, as well as their assigned theme writing: 
Rinsland’s published word list contains a total of 14,571 words, 
all of which appeared three or more times at some level. The 
Study is referred to in the chapter оп vocabulary. 

Fitzgerald has contributed “A Basic Life Spelling Vocabu- 
lary” consisting of 2,650 words compiled from a number of child 
and adult writing vocabularies (11). These words and their 
repetitions comprise 93.54 per cent of the more than 6,000,000 
Tunning words of the Rinsland list. Fitzgerald considers the 


the writing of people 
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mastery of these words fundamental to writing for life. He 
believes that this writing vocabulary can be mastered by most 
children by the end of the sixth grade. 

Most spelling books today contain not more than 4,000 words 
in their basic lists. Some of the books provide supplementary 
lists for the use of able spellers who can go beyond the class. 

Horn has called attention in several of his writings to the 
fact that little is to be gained by teaching large numbers of 
words. He has found that 2,000 words and their repetitions 
make up 95.05 per cent of the running words in adult writing; 
8,000 words constitute 96.9 per cent; 4,000 words 97.8 per cent; 
and 10,000 words 99.4 per cent. The gain in teaching additional 
words diminishes rapidly with each additional 1,000 words and 
raises doubt as to the value of teaching more than 3,000 or 4,000 
words (16). 

Folger tabulated the frequency of word usage in the Rinsland 
vocabulary list (18). He found that 10 words comprise about 
25 per cent of all the words in children’s written material, 25 
words more than 36 per cent, 100 words over 60 per cent. 


will have little difficulty in acquiring all the spelling they need 
for the carrying on of all of their interests, Emphasis оп 
methods of self-help throughout the period of learning spelling 
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will encourage children to set high standards for themselves. 

The majority of spelling books today contain not more than 
4,000 words in their basic lists. Some textbooks provide supple- 
mentary lists for the use of able spellers who can go beyond the 
work of the class. Schools which derive their own lists from 
children’s immediate needs undoubtedly teach a large propor- 
tion of these words though the total number learned is thought 
by some to be smaller than the number given in the textbooks. 


Grade Placement of Words 
, Tn spite of all the research that has been done there is amaz- 
ingly little agreement among writers of spelling textbooks both 
as to which words should be included in the spelling lists for 
the elementary school and as to grade placement of the selected 
Words. Betts compared the lists in 17 spellers published be- 
tween 1934 and 1940 and also 8 spellers published since 1940 
(2, 3). Only about 500 words are agreed upon by all writers 
ОЁ spelling texts, and overlapping from book to book amounts 
to only about 25 per cent. Beyond the first 2,000 words there 
is little agreement and still less agreement on the grade place- 


ment of the words. 


In spite of the fact that a word is studied in an assigned list, 


it may not be mastered at that grade level unless it receives 
Considerable practice in actual use. It is not uncommon to find 
children in the upper grades laboring to learn words of several 
Syllables — words for which they have little or no use — while 
they are still misspelling the simple words they need frequently 
ut have had no help with since the earlier grades. The overlap 
ОЁ textbook lists from grade to grade is too slight to bring about 
Permanent learning of many of the words on the lists. 
Uniform spelling lists for all children ignore the obvious 
differences that exist in learning capacity and need. Children 
differ greatly in the rate and ease with which they learn and 
also in the words they need at any given time. A child who 
enjoys writing, writes easily, and has much to say will need 
Many more words than the child who has little to say and finds 
it difficult to write that little. A child’s linguistic maturity and 
is personal needs and interests rather than his grade level, 


should determine the words he is expected to study. 
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The most important criterion for the selection of words at 
any level is the frequency with which the words are needed in 
writing. The more frequently a word is needed the more prac- 
tice it receives and the sooner it is learned. Conversely, once a 
child has learned to spell a word he tends to find more uses for 
it than he did before he learned it. The more words he can spell 
the easier writing becomes and the more a child tends to write. 

Research indicates a considerable overlap between the writ- 
ing vocabularies of adults and of children. But there are some 
words children have occasion to write which adults rarely use 
and many words which adults use fairly commonly for which 
children find no need (6, 11). Words such as from, when, about, 
letter, and remember are used frequently by both children and 
adults. Children have occasion to use in school such words as 
spelling, geography, arithmetic, and their writing includes 
words like doll, grandpa, valentine, Halloween, sled, and 
turkey — words which adults rarely write. Adults, on the other 
hand, use frequently in their writing such words as approval, 
memorandum, merchandise, credit, purchased, and the like. 
There is no real answer to the question of how much time and 
effort should be put into the learning of words children use 
frequently but which have little use in adult writing and how 


rank high in frequency in research lists are learned as thor- 


oughly as possible during the elementary school years. 


METHODS OF TEACHING SPELLING 


Two basic methods of teaching spelling are in use in the 
schools of this country, Probably the majority of elementary 
schools use a spelling textbook or workbook, studying a pre- 
scribed list of words each week and utilizing the method of 
learning set up in the textbook. Other schools draw their wor 
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lists for class and individual spelling from the actual writing 
needs of the children at the time so that there is a maximum 
of carry-over into the children’s writing experience. Thus the 
practical value of correct spelling is held constantly before the 
minds of the children as they concentrate on learning the spell- 
ing they need to use in their immediate writing. 

Some schools combine the two methods. Teachers guide chil- 
dren in keeping their own individual word lists of needed words 
and words learned and provide help in the learning of them. 
They also utilize a textbook list to be sure that the common basic 
words of English are learned progressively, so that by the end 
of the sixth grade or the eighth grade the child has command of 
a basic core of spelling which is not only useful as he goes along 
but will be equally, or increasingly useful in adult life. Unfortu- 
nately, there are still all too many teachers, using word lists 
from either or both sources, who merely assign spelling, expect 
children to study it independently, and then test them on their 
success in their unguided study without any real teaching of 
spelling at all. There are also teachers who have children record 
in their notebooks the words they need to learn but provide 
neither time nor guidance for the learning, expecting the chil- 


dren to assume full responsibility for it. 


Beginning Steps in Spelling | 
A child’s early writing experience in the first grade begins 
with dictating for the teacher to write, not with doing the 
writing himself. His attention is centered on the ideas he wants 
to express and composing sentences which carry those ideas. 
The teacher furnishes both the writing and the necessary spell- 
ing. The child becomes aware of letters as elements which make 
up words as he watches the words appear on the chalkboard 
or on paper under the teacher's hand. — | 
In any area of teaching, it is psychologically sound to intro- 
h make its use and value clear 


duce a skill in situations whic alue ck 
long before the learner is called upon to master the skill himself. 


This is true of reading, writing, and dictionary and reference 
Work of all sorts as well as of spelling. In this period of initial 
introduction, some children will learn to spell a number of 
Words. If a story the children are composing uses the word we 
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in several sentences, the teacher may say, “Help me spell the 
word we. We use it so many times in this story.” Or, “Thanks- 
giving is a very long word, isn’t it! Let’s say all the letters as 
I write it. You watch this word in the first sentence so you can 
remind me what letter to use next.” Or, “Here are two words 
almost alike. This word says ‘play’ and this one says "playing." 
I had to put an ing on the end of it.” 

Certain words for which there is recurring need may be con- 
sciously and carefully learned. Perhaps the children need the 
words dear and mother for the greeting for the notes they take 
home on various Occasions. Or they need the words Wit love, 
for the closing the notes or First Grade for the group signature. 
The teacher may begin work on techniques for learning by 
saying to the children “Look at the word carefully. Say it. Think 
how it looks, which letter is first, and next, and next. Write it 
on your paper. Now look up here and see if you have it just 


right. Try it again until you can write it easily.” Systematic 
attention to spelling b 


Attitude and М otivation 


As in so many other areas of learning, the battle is half won 


thought others must spend in trying to decipher his meaning. 
A correctly spelled, carefully produced piece of writing will be 
thought of as mirroring a considerate person whose self-respect 
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demands that he live up to a high standard. As they grow older, 
children need to be helped to see that poor spelling can carry 
its own penalty in adult life in failure to obtain opportunities 
and may even, in some fields, result in loss of one’s job. 

Writing for real purposes helps to develop pride in good 
writing. Children need to see value in the things they write 
and feel personal satisfaction in work well done. They need also 
the encouragement and motivation that comes with recognition 
On the part of others that the child has met a high standard. 
This means that in much of their writing they need to learn to 
do a rough draft, correct and polish it, then turn out a final 
product of which they can be proud. 

Young children who are beginning to write independently 
should feel free to ask for help with spelling whenever they 
need it. They need to be encouraged to write whatever they 
Want to say and to turn to the teacher or to easily used word 
lists for any spellings they need. While their spelling vocabu- 
laries are still small, any effort to stay within the realm of words 
they have learned to spell is very frustrating and discouraging 
and results at best in dull, uninteresting writing. 

Most children enjoy assuming some responsibility for their 
learning. They will copy words into their spelling notebooks for 
study without being told to do it. Some of them will add words 


that are more difficult than any the teacher asks them to learn. 
n goals and are given freedom 


hem, they find satisfaction in 
ite are of value because they 


Deed correction. | 

Mutual helpfulness is better motivation for correct spelling 
than is competition. If children are encouraged to help each 
other and even to work together when that is profitable, they 


develop high standards and real concern for good spelling. 


Time Allotment for Spelling 
_ Research findings are in agreement that 75 minutes per week 
is adequate time for work on spelling and pethaps even less is 
necessary (16). Whether children work individually on their 
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own spelling needs or as a class on a class list, there must be 
time for studying spelling under teacher guidance. Any learn- 
ing situation which requires strict attention and thoughtful 
practice calls for short periods of intensive concentration 
pointed toward clearly understood goals. Short periods of in- 
tensive work achieve better results than longer periods which 
permit dawdling and mind wandering. Children should learn 
to think of spelling study periods as periods for sharpening their 
learning techniques as well as periods for mastering specific 
words. They should strive to attain effective techniques which 
will bring results with economy of time and effort. 


Steps in Learning to Spell a Word 

The most fortunate people, from the point of view of spelling, 
are those who can store away a mental image of a word and 
recall it at will. But not all adults remember spelling in the 
same way. One person, asked to spell a word, can instantly 
recall a clear visual image of it; another says the letters to 
himself; one says the syllables to himself, noting the sound 
pattern; another writes the word and looks at it to see if it looks 
right to him; still another person does not trust his memory at 
all but goes to look for the word ina dictionary. Children, too, 
have differing degrees of sensory awareness and differ greatly 
in their ability to put away an image of a word which can be 
recalled at will. Because of this fact all methods of teaching 
children to spell must emphasize as many sensory approaches 
as possible but with special emphasis on visual learning since 
it is a visual image which is most valuable in proofreading and 
detecting errors in spelling. Dolch, Fitzgerald, Horn and others 
agree that a multiple sense approach is important, that vision, 
hearing, speech, and writing should all be used in learning to 
spell (7, 12, 16). Fitzgerald lists five steps which should be 
taken in learning to spell a word: (1) meaning and pronuncia- 
tion; (2) imagery — seeing and saying the word, syllable by 
syllable and spelling it; (3) recall — closing eyes, spelling; 
checking for correctness; (4) writing the word and checking 
for correctness; (5) mastery — writing and checking or repeat- 
ing the entire process until the word is learned (12). 

Some authorities are convinced that the unit for observation 


Spelli 
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and study in spelling should be the whole word or the syllable 
not the letter. In writing the word committee or ТЕН, 
they should be taught to think and write it syllable by syllable, 
rather than by separate letters (16, 18). 4 

In any group there will be a wide range of individual differ- 
ences in ease of learning spelling and in various types of needs. 
Children who learn spelling easily will not long continue to use 
all the steps in the spelling method they are taught. They will 
discover which elements are of most worth to them and will 
minimize or cease to use the others. One child may find it 
satisfactory to look at the words carefully and write each one 
once or twice. Another child may find it necessary to say the 
sequence of syllables aloud as he writes them. An occasional 


child will find it profitable to say aloud the sequence of letters 
he word, then say the sequence to 
slow process but it is 


not to achieve at all. Children for 


Mastery. Every child’s interest in spelling is 
inen he learns a metho 
ess of how laborious the meth 


Spelling Rules 
Authorities disagree regarding the 


rules. Horn recommends the teachin t 
ords and have few exceptions 


apply to a large number of w tior 
among commonly used words (16). ‘All rules should be “dis- 
Covered” by the children as their attention is called to basic 
Principles which operate in groups of known words. Rules for 
dealing with silent е when adding а suffix, rules for plurals, 
for ei and ie are helpful. The facts that q is commonly followed 

У и and that proper nouns and most adjectives formed from 


value of teaching spelling 
g of only those rules that 


teaching since they involve few exceptions. Certainly no rule 

ers a sufficient number of words 

to pay for the effort of learning it, and then only if children 
nts at which it applies. 
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Phonics in Learning to Spell 

What phonics should be taught, when, and how has been a 
matter of public concern as well as of concern to educators for 
more than a hundred years. Most of the research studies deal 
with phonics in the program of learning to read rather than 
with phonics as an aid to spelling. Authorities in both England 
and the United States have called attention to the limitations 
of phonics from the point of view of spelling more often, per- 
haps, than they have called attention to its values. Duncan, in 


a book called “Backwardness in Reading” and published in 
England, says, 


Because patterns of words are remembered as visual images, 
pupils who have made the approach to reading through “wholes 

· . . have tended to spell well. Probably a phonic approach to 
reading is responsible for much poor spelling, partly because the 
natural habit of observing words as wholes has been disturbed and 
partly because such a high proportion of common words in our 
language are not phonic (8, p. 41-42) 


More evidence is needed on the extent to which phonics is 
useful in spelling and the generalization which can be applied 
in spelling the common words of English that children need to 
learn. Once children have learned the consonant sounds and 
the long and short vowel sounds there are many words they can 
spell by the sound of the letters. They can build words about 
known elements such as and, in, and ing. They can spell longer 
words compounded of small ones which they know — into, visit, 
without, grandfather and the like. 

On the other hand, most of chil 
write letters and stories without 
spellings. The child spells the wor 
regard to the idiosyncracies of conventional spelling. Over- 
reliance on phonics is detrimental in spelling the English 
language though phonics is obviously helpful at many points. 

Schonell, another English writer and researcher, advocates 
that spelling material be grouped in small units according to 
some rational plan (22, p. 15-16). He suggests grouping: 


dren's misspellings when they 
adult guidance are phonetic 
d as it sounds to him without 


(a) words which have similar auditory and visual elements, 
power shower tower 


Spellj 
pelling dS 


(b) words of similar visual, but slightly dissimilar auditory 
elements: 
stove glove prove 
(c) a combination of grouping according to both common ele- 
ments and context: 
needle, thimble; button, cotton 


(d) grouping according to a common silent letter: 
knee kneel knock knob 
comb crumb thumb climb 


the fact that the child has experi- 
binations which he applies, at first 
to new words of similar 
at homonyms not be 
d with other words of 


The value of grouping lies in 
ence with common letter com 
consciously and later unconsciously, 
Structure. Schonell advocates, also, th 
taught together but that each be groupe 
Similar sound and spelling: 


there where here 


elling would agree that phonics 
d wherever they are helpful in 
Iso agree that any word that 
without regard 


Certainly, most teachers of sp 
Should be utilized whenever an 
learning to spell. They would a 
can be more quickly learned as а separate entity, 
to phonics should be so learned. 

Learning to use the dictionary is an essential part of learning 
to spell. Picture dictionaries and the simple files or lists of 
related words that primary teachers use introduce children to 
alphabetizing. Middle grade children need to be taught how 
to help themselves through the use of the dictionary and should 

е taught to use it efficiently and with economy of effort. They 
should be taught to think of the dictionary as their final authori- 
tative resource in spelling. They will need help for a long time as 
they learn to use it, however: They cannot look up the spelling 
9f the word cinnamon, which was mentioned before, without 

elp with the first letters since the syllable cin could as easily be 
Spelled cyn, sin, or syn. They need help to interpret the pronun- 
Clation key andto select the spelling that fits their meaning. The 
use of the dictionary cannot be learned in one grade. There is 
Work for all teachers to do from first grade through high school. 
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Helping Children Who Find Spelling Difficult 

Everyone is aware of the fact that some children encounter 
serious difficulty in learning to spell. Fernald, F itzgerald, 
Hildreth, and Horn, among others, give suggestions for diag- 
nosing spelling difficulties and remedying them (10, 12, 15, 16). 
All children who have difficulty in learning to spell need help 
with building clear-cut images of words. Every child should be 
taught to employ all the sensory channels in learning spelling. 
Visual, auditory, speech-motor, and hand-motor impressions 
need to be interwoven for most children in order to fix an 
image of the word that can be recalled automatically. Children 
who have serious difficulty may need more emphasis on audi- 
tory imagery or more interweaving of auditory and motor im- 
pressions of the word. Fernald recommends tracing the word 
with the fingers on a large copy to develop a feeling and motion 
pattern to reinforce the auditory and visual impressions (10). 
The teacher’s task is patient, trial-and-error experimentation 
with the child who is seriously disabled until she finds what 
elements of method are most fruitful of results, Emphasis, for 
such children, must be placed at all times on their accomplish- 
ment, however small that may be, not upon their failures. A 
discouraged, disheartened child finds it difficult to learn. Ап 
optimistic child can be endlessly patient in struggling for results 
if he has helpful and optimistic guidance. 


EVALUATION IN SPELLING 
Parents, businessmen, and oth 
continually evaluating the scho 


quotes the Superintendent of 
in 1900 as saying: 


er adults in the community are 
ol's spelling achievement. Falk 
Schools of Madison, Wisconsin, 


A criticism with which we are all famil 
unchallenged, is that our schools fail t 
undeniably true that there is а great 
schools. . . . Poor spelling, however, is not a weakness that is con- 
fined to the present generation. . . , Letters and notes from parents 


lead one to doubt seriously the efficiency of the methods of teach- 
ing spelling in the past (9, р. 243), 


iar, and which usually goes 
© make good spellers. It is 
deal of bad spelling in out 


The same criticisms can be voiced today with equal justification. 
Evaluation of spelling is tied up with evaluation of the total 
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growth of a child — his attitude toward himself, his confidence 
in his ability to learn, his interest in writing, and his concept 
of the importance of spelling. Children who do well in spelling 
tend to be children who do well in all aspects of language learn- 
ing. Poor achievement in spelling is usually associated with a 
low level of achievement in other aspects of language learning. 

Teaching and evaluating operate together. As the teacher 
helps children learn to spell she analyzes their problems and 
studies their needs for help with sensory perception and means 
of associating and remembering. She observes a child’s re- 
sponses to the techniques she is utilizing and ‘plans next steps 
on the basis of those responses. Assigning, allowing time for 
study, and testing is not teaching spelling. Teaching is working 
with children, helping them develop ever better methods of 
study, and analyzing and evaluating both one’s own methods 
and the child’s achievement. 

The best measure of spelling achievement is the quality of 
spelling a child does when his mind is focused on the content 
he is expressing and the spelling flows onto the page without 
conscious effort on his part. Good spelling indicates that the 
mental images are clear and accurate and that the child can 
reproduce them unconsciously. Poor spelling indicates a lack of 
clear images and the consequent inability to select the right 
letters and arrange them in the right order to produce the word. 

Teacher-made tests can be used to measure the spelling that 
all children have in common. It is difficult to test when the 
work is highly individualized and each child is working on his 
Own separate list. Some of the teacher-made tests may be tests 
composed of lists of words. Some of the tests will be dictated 
paragraphs containing the words the child has been learning. 

Standardized tests have a place in the evaluation program 
(18). Most children learn some spelling without direct teach- 
ing so a standardized test compared with a test on the words 
a child has actually studied will give some indication of the 
Power the child is gaining in spelling. 

No educational program can make satisfactory progress un- 
less the teacher knows in what direction she is moving and has 
her goals clearly in mind. Most schools set up their goals in 
the form of anticipated outcomes which they strive to achieve 
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at specified points along the way. It is clearly recognized by 
everyone that not all children will achieve the outcomes sug- 
gested and that some children will surpass them. But the out- 
comes the teacher strives to achieve chart the path along which 
her work will move. When the teacher knows where a child 
stands at the moment in his development of a skill, she can then 
decide what his next step should be and guide him in taking it. 
The following list of outcomes taken from “Using Language, 
a supplementary curriculum guide for the elementary schools 
of Wilmington, Delaware, provides a sample of the kind of 
guidance teachers like to have (26) 


Desirable Outcomes of an Effective Spelling Program 
Expectancies at the End of the Fourth Grade 


By the end of the fourth grade in school, a child, to the extent 
of his ability, should be able to: 


Use an effective 
teacher's guidance 


Make greater use of word-ana 
spelling 
Develop the habit of checking his written work for spelling 
errors and correcting them 
Keep a list of words Which seem difficult 
Begin to use glossaries, encyclopedias, and simplified dictionaries 


Be able to arrange words in alphabetical order through the first 
and second letters 


plan for studying spelling words with the 


lysis techniques to improve his 


Open the dictionary at the estimat 
Use guide words in a dictionary 
Divide words into syllables 


ed location of the desired word 


Select the meaning that best fits a word as it is used in a sentence 
Recognize the diacritical markings of long and short vowels 


Recognize and build compound words and derive the meanings 
of such words from their component parts 


Use and spell contractions such as PI, Fm, it's, haven't, wont, 
and can't 


Spell certain irregular plurals and certain words doubling the 
last consonant 
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Е sole purpose of spelling is to make possible communica- 
nit rough writing. The more opportunities children have for 
writing things that are important to them the more value the 
see in spelling and the more readily they learn it.° The teach 
task is to provide opportunities, motivation, and guidance so 
that each child can develop an effective method of learning 
palling that will meet his needs throughout life and to help 
p је learn as many as he can of the common words of English 
at will form the foundation for his later learning and make 
Possible any form of expression that he needs or wishes to use. 
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Stories, Poetry, and Books 


sim | In this swift-paced, highly stimulating 
is -century period, vicarious experience plays an enormously 
portant role in the lives of both adults and children. Radio, 
motion picture, television, and the printed page furnish a con- 
Stant barrage of stimulation of one sort and another to which 
people react. Motion pictures, television, and even radio de- 
mand less of the individual in the way of interpretation and 
the supplying of background than does a printed рабе. The 
Sensory appeal of these forms and the added dimensions in 
Which material appears help to make the impressions vivid and 
lasting, The interests and needs of the times have brought forth 
new forms in printed materials also and some of these are very 
Popular with all ages of people. 

It would be difficult to find any individual, child or adult, 
who does not like stories and pictures. The tremendous popu- 
larity of the comics makes it clear that interest in this form of 
Second-hand experience is very strong, especially during the 
later elementary school years. The interest of adults in picture 
Magazines and in magazine fiction and mystery stories is a 
Characteristic of our time. Interests may change with age but 


the desire for experience remains strong throughout life. 
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Children’s eagerness for experience is a never-ending source 
of interest and amazement to adults. Given any sort of oppor- 
tunity, children want to do everything, pry into everything, 
and know about everything that comes their way. To the child 
who is developing wholesomely and normally, life is full of 
countless possibilities for experience and adventure — both the 
firsthand adventure offered by real experience and the vicari- 


ous adventure which comes through listening, observing, and 
reading. 


STORYTELLING 


on his knowledge of Customs and religious beliefs. He pre: 
served the tales of the ancient bards and added flavor in his 
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Listening to stories has been a part of the education of the 

young in home and community down to the present time. 
Parents have passed on to their children some of their own 
experiences and the wisdom they have accumulated from them. 
Mothers and grandmothers have told the children myths, folk 
tales, and Bible stories as well as stories from their own experi- 
ence. Storytelling was an important part of life in many a pioneer 
home. Today, many public libraries provide a weekly hour for 
storytelling, and camp leaders and recreation directors include 
time for storytelling in their programs. Since storytelling has 
no place in the life in many homes, the school, library, Sunday 
School, and recreation programs have assumed responsibility 
for it. 
Storytelling is one of the oldest of the arts and one which 
laid the foundation for the literature and culture of many 
peoples. Stories that were told again and again were improved, 
cut and polished down to essential elements and high luster by 
many storytellers. Thus folk tales, myths, and fables became art 
forms. The storyteller was actor, preacher, and creative artist. 
Children sense the perfection of form in "The House That Jack 
Built,” “The Three Billy-Goats Gruff,” “The Old Woman and 
Her Р ig,” and other accumulative tales. A few modern story 
writers have used the pattern successfully, but not all have done 
it well. Among the best examples are Wanda Gág's Millions of 
Cats and Marjorie Flack’s Ask Mr. Bear. г 

Storytelling deserves а larger place in home and school than 
it occupies today. It provides warm, personal contact and 
Meeting of minds about a common interest which helps to 
draw adults and children closer together. Reading stories to 
children has value but it lacks the personal contact of 


storytelling 

i ; i have 
M 5 ar d of storytelling because they 

ay teach i. does not call for histrionics; 


had no training for it.- Storytelling c t ; 
the teacher need not be highly trained or have experience in 


dramatics. He needs only to feel the mood of the story and 
let himself go in his telling of it so that the child may identify 
himself with the story. The teacher who is willing to work on 
storytelling as an art will find in it a delightful opportunity for 


personal growth as well as a professional and social asset. 
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| Storytelling is valuable at all age levels but is particularly 
important in teaching younger children. Keen enjoyment of 
stories begins in the preschool period. A set time for story- 
telling, while valuable, is not as valuable as telling an appro- 
priate story while children are carrying through an experience, 
or when the experience is just over. Stories fit into many times 
and places and stories which the teacher “has in her head” are 
ready for use on any occasion. The: youngest children in the 
nursery school like improvised stories of themselves and their 
experiences. Kindergarten age children enjoy particularly the 
simple accumulative folk tales and more modern stories of 
similar pattern and complexity. For older children, storytelling 
is not only interesting in itself but it improves the quality of 
the children’s own expression and leads to interest in reading. 
Telling an occasional story from Hans Andersen or from 
Howard Pyle’s The Wonder Clock, or Pepper and Salt, leads 
the children to read those stories they have enjoyed most and 
move on to other stories. Stories are used also to fit the areas 
the children are studying — the American Indian and people of 
other countries and other times. Folk tales of a people show 
how they lived, what they thought and did, and what they con- 
sidered important. The fear of cold is shown in the Russian 
tales, the fear of wild beasts and of heat in those from India, 
the dependence on rice in Japan; the superstitions and the con- 
cerns of people all show in their folk stories (8, р. 18). 


: ani d 
Every storyteller develops ways of his own of learning an 
telling eae’ For most P ies reading them carefully for 


characters, plot, sequence of events, and general development, 
and the planning of a good beginning and good ending is ae 
Sufficient. Some stories are told in language which in ҮҮ is 
So appropriate and so beautiful that the story is я E a = 
not learned as it is. “The Elephant'’s Child in the Just ct 0 ~ 
15 enjoyed for its beauty of language. In the High and 
Times, О Best Beloved,” is as important to the story a s 
description of “the great gr y-green greasy Limpopo River, с 
Set about with fever trees.” Children not only enjoy оте 
Чр and repeat refrains, gems of conversation, and apt an osse 
tiful descriptions. The quality of the use of language 15 re 


in their own creative expression. 
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READING ALOUD 

Children of all ages can listen to and enjoy stories that they 
cannot read for themselves, at least not with equal satisfaction. 
Their listening and comprehension level goes on ahead of their 
ability to decipher the material on the printed page and 
their comprehension of spoken lan guage is more advanced than 
their comprehension of what they can read independently. This 
is due in part to the complexity of sentence structure used in 
the books rather than to problems of word recognition. It is due 
also to the fact that the ideas presented are partially lost when 
the reader must concentrate also upon words and sentence 
form. For the upper primary child, figuring out the words of 
“The Elephant’s Child” or reading the sentences of Winnie- 
the-Pooh requires so much power that little is left over for 
interpreting and appreciating the beauty and humor of the 
selections. Many children cannot read the stories at all, though 
they can enjoy them thoroughly. The beauty of these sentences 
from Kate Seredy's White Stag is missed by the middle grade 
child when he reads them himself. “Night fell, softly spreading 
its wings of silence over the sleeping camp. Sentry-fires glowed 
for a while then closed their eyes and only the stars, vigilant 
sentinels of the night, kept watch over the earth."* The pic- 
tures are painted not only by the words but by the way in 
which they have been strung together like a strand of jewels. 

Listening to stories and other material beyond the children’s 
reading level should have a real and legitimate place in all ele- 
mentary grade classrooms. The material selected for listening 
should be carefully chosen to add to appreciation, understand- 
ing, or knowledge — something which the children cannot as 
readily gain for themselves, Good oral reading by the teacher 
has value in itself, as a model for the children’s own reading 
and an aid to interpretation. The material chosen for that read- 
ing should have quality and significance for the children. It is 
not necessary to read aloud material of poor quality which the 
children bring to school to share. Tf the contributor needs en- 
couragement to add to his interest in books and reading, his 
material can be recognized; he can be asked to show his favorite 
pictures or tell a brief episode from the material. Then he 
° Kate Seredy. The White Stag. Viking Press, Inc., 1987, р. 90. 
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should be asked to take it home again since it does not appear 
to fit the class need at the moment. It is often wiser to risk 
temporary disappointment for an individual than to subject the 
whole class to a valueless experience with trashy or unsuitable 
material. 

Some of the material read 
selected mainly for content: to 
material for interpretation and use in work with social studies 
and science interests. At times, this can be contributed by a 
capable reader in the class, but often the teacher will find it 
valuable to present it herself. This is apt to be material for 
discussion, so that the teacher pauses at appropriate points to 
help the children interpret the meaning, form associations, and 
tie it into the total pattern of evolving concepts. 

Much that is read aloud should be chosen for its literary 
quality, to introduce children to an art form. Reading aloud 
Kenneth Grahame’s The Wind in the Willows is to give them 
at once a masterpiece of English prose and a heart-warming 
experience. The warm friendliness of the characters of the story 
impresses children. Toad and his three animal friends recog- 
nize each other’s limitations, overlook mistakes, and accept each 
other with sympathetic understanding, and never reject a 
friend, Reading the book aloud, a chapter at a time as it was 
told to Mouse, is the best way to introduce the book to chil- 
dren. Not all of them like it but most of them do, and if they 
do they want to own it and reread it later on (3). 

Reading aloud to children enhances rather than decreases 
their interest in independent reading. When the motion pic- 
tures began to portray sonie of the classics, many people feared 


that t be read. Experience proved 
WM с ably when the classic 


that the sales for a classic moun I 
appeared at a local theater. w ildren have listened toa 
story that they would find difficult for independent reading, 

ave savored its style, and have woven together the thought 
pattern of the story, they сап then take it up and read it with 
sufficient ease to bring real satisfaction. Previous acquaintance 
with it causes the events of the story to fall into place and the 
Pictures it paints to march in comparatively effortless proces- 
sion before their eyes. Thus the reading of the story takes on 


aloud by the teacher will be 
add information and to provide 
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added pleasure and gives the child a sense of growth and power 
since he can now read this more difficult material. The listening 
has given him not only the melody but some of the overtones, 
and these continue to sing in his mind as he reads. 


ENJOYING POETRY 


Young children can enjoy poetry only through listening. 
Saying or reading poetry to children should continue all through 
the elementary school years. Poetry was originally composed 
for saying and for enjoyment through the ear. 

Children like poetry first for its singing quality: for its rhyme, 
rhythm, and all that goes into the melody of verse. Good read- 
ing of poetry should bring out its singing quality clearly, Audi- 
ences delight in hearing Robert Frost, Carl Sandburg, Robert 
Tristram Coffin, and others read their own poems because each 
brings out the singing quality of his creations in his own special 
way. Appreciation of a poem is greatly enhanced through the 
ete of savoring this quality with the interesting creator 
of it. 

Arbuthnot places the story element next in the list of ele- 
ments which children enjoy in poetry (8, р. 164). “Jack and 
Jill” and “Hickory » Dickory, Dock” have this element and so does 
Browning’s “The Pied Piper" Many modern poems for chil- 
dren have it too, from Milne’s “The King’s Breakfast” to the 
Benéts’ “Johnny Appleseed.” The story may be a tiny episode 
or a full-length ballad but there must be some story element 
present in much of children’s poetry. 


sory content of poetry. They like to 566, 
‚ and smell through the stimulation of words- 


Crane” the children can both 56 
and feel the mood and the tempo of the crane as it goes “slowly 3 
solemnly stalking,” They can feel the rhythm of the waves а 
they hear Mascfield’s “Sea-Feyey.” 
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Nonsense poems and humorous ones should be given a place, 
along with the more serious poems. Young children always 
enjoy Edward Lears “A Nonsense Alphabet.” Milne’s “Hop- 
pity” intrigues both with its humor and with its rhythmic action 
and sensory appeal. “The King’s Breakfast” starts sensibly 
enough but becomes entirely daft with its hero whimpering, 
sulking, bouncing, and sliding down the banisters. Mary Jane’s 
attitude toward rice pudding in the poem of that name and 
the word play of “Sneezles” strike a responsive chord on the 
basis of content and also delight in the pictures they present 
and in the intriguing play with words. Walter de la Mare's 
^Miss T." is amusing and Ffrida Wolfes “Choosing Shoes" 
causes every child to nod feelingly because he has felt just the 
same way. People of all ages chuckle over Laura E. Richards 

Eletelephony." Older children like the humor of Eleanor 
Farjeon's “Hannibal Crossed the Alps. Their understanding 
of the strengths and inconsistencies of the early New England 
colonists is enhanced through enjoyment of the humor “Pilgrims 
and Puritans" in A Book of Americans by Stephen and Rose- 
mary Benét. This book is filled with amusing sense and rollick- 
ing nonsense which no American child should be allowed to 


miss (3). | 
There is a vast wealth of poetry to choose from. It is avail- 
able in the original volumes by individual authors, and also in 


à number of good anthologies. Several useful volumes should 
be available to every teacher so that poetry can be found to fit 
many types of moods, interests, and occasions. There are poems 
for gay moods and dreamy or solemn ones. The gay whirl of 
Dorothy Baruch’s “Merry-Go-Round” fits at one time and the 
dreamy thoughtfulness of A. A. Milnes Halfway Down” fits at 


another time. | 
Poetry fits into many periods of the day and into на tpe 
and subjects of study. There are poems that deal wit “~ $ 
and the changing seasons, and others that fit into n о 
animal life, astronomy, and the geography and history of places 
E y would be com- 


and people. Certainly no study of astronom | 
plete мт мөр such poems as Lindsay's "The Moon s the North 


Wind’s Cooky,” De la Mare’s “Silver,” and Macdonald's “The 
Wind and the Moor” Poems can be tucked into odd minutes 
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of the day. While the class is waiting a moment for the 
music teacher to come or waiting for their turn at the hall 
drinking fountain there may be time to tuck in a poem or two. 
It adds to the enjoyment of the moment and gives children a 
sense of power to find that they know some of their favorite 
poems without the book. 

In addition to fitting into any situation where they will add 
to the pleasure and richness of experience, poems should have 
a place in the regular story period. Children enjoy listening to 
new poems chosen by the teacher and calling for old favorites 
that they want to hear again. Children are no longer required 
to memorize certain selected poems, as they were a generation 
ago. Instead, the teacher rereads the poems children like and 
encourages them to enter into the repetition if they care to do 
so. They may supply at first the repetitive parts or the refrain; 
later, many of the children will be found repeating the entire 
poem with the teacher. It may be that no two children can 
repeat the same poems at the end of the year but each child 
has learned or partially learned the ones he likes best (36): 
Taste in poetry is an individual matter. To try to force all chil- 
dren to learn the same poems would be to dull the edge of 
interest for many children and make some of them actually dis- 
like poetry. In one school, there is an occasional poetry pro" 
gram in the assembly room, with each grade contributing some 
of the poems it likes best. These are read, recited, dramatized, 
interpreted rhythmically or through choral speaking, as the 
children choose. In another school, the sixth grade group builds 
its own poetry anthology each year. Children select the poems 
they like best and these are arranged in a mimeographed vol- 
ume which the group uses and enjoys; then a copy is saved for 
the next year's group. 

Poetry must be read well if children are to learn to like 1 
Arbuthnot suggests that teachers really work on the matter 9 
good reading, beginning perhaps with Mother Goose, the? 
studying and reading aloud many types of poems in order 0 
learn to interpret them with imagination and delicate pre” 
sion (3). She suggests that the teacher read a poem silen 
to become familiar with the words, mood, and ae о 
poem. If, in so doing, the teacher finds that she has memorie 
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the poem, that is the final triumph. A teacher who knows by 
heart a large number of poems has a valuable resource to draw 
upon to enrich the experience of her group. 

Poems should not be used as reading exercises; in fact, many 
good reading textbooks no longer include poetry. Reading 
poetry is more difficult than reading prose. Often a child loses 
the whole thought and significance of a poem because he can- 
not read it in such a manner that it makes sense and he can 
really understand and interpret it. Yet the meaning is quite 
clear to him if he listens to the teacher's reading of the poem. 
Being required to read poetry tends to decrease interest and 
build bad reading habits, while listening to poetry is, for most 
children, a pleasant and satisfying experience. It is apprecia- 
tion and enjoyment that is important at elementary school age. 


CHORAL READING 
Choral reading of poetry has come into favor in the schools 
within comparatively recent years. Teachers who have devel- 
oped it with their children are enthusiastic about its values and 
if the poetry is well selected, children find keen enjoyment in 
it. They enjoy being active participants in deciding how a poem 
shall be read and in testing and evaluating the effectiveness of 
their decisions, Choral reading can be used to improve voice 
quality, articulation, enunciation, and the rhythm and flow of 
speech, Inattentive children are swept into the experience by 
the enthusiasm of others. Timid children lose themselves in the 
group and experience the same enjoyment as does the adult 
who enters lustily into community singing though he would 
never sing alone. Aggressive children and exhibitionists learn 
ip submerge themselves in the group and cooperate whole- 
heartedly, Children who have never really liked poetry find 
that they enjoy participating in the group reading. і 
. Choral reading with younger children should be simple and 
informak The teacher reads a poem and if the children like it, 
it is reread several times. If the poem has a refrain, the children 
Ove to say it while the teacher reads the stanza. "Hickory, 
Dickory, Dock" is fun read this way; and Mary Louise Allen's 
The Mitten Song." 


Children enjoy the discovery that a poem can mark time for 
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walking, skipping or galloping, just as music can. “Hippety 
Hop to the Barber Shop” suggests a high, free skip with arms 
swinging loosely, “Ride a Cock Horse to Banbury Cross” can 
be used for a spirited gallop and “To Market, to Market to Buy 
a Fat Pig” for a jigging skip. It is probably better to let a few 
children at a time interpret the poem so that they can hear the 
voices of the choir recite the verses. 

Older children who have had no experience with choral read- 
ing can begin with “The Grand Old Duke of York” or with 
Stevenson's "Windy Nights” or the Norwegian verse, “Huskyhi 
in Rose Fyleman’s delightful translation. If there are boys in 
the group who are convinced that they do not care for poetry, 
“The Pirate Don Dirk of Dowdee,” “Jonathan Bing” or Laura 
Richards’ “Antonio” will probably catch their interest. 

All verse speaking at first should be done in unison so that 
children learn to think and speak as a group with light, clear 
voices and perfect rhythm. When children can speak well in 
unison they are ready to be grouped in choirs. Children, as well 
as the teacher, can listen for the higher and lower voices or the 
lighter and heavier voices in the group. Children will need to 
be helped to realize that one type of voice is not better than 
another, only different, and that the differences can be utilized 
for pleasing effects in their reading. Grouping is made tenta- 
tively and voices shifted until the best blends have been at- 
tained. It is good ear training for the children to do as much 
of this as they can. Often teachers start with two choirs, later 
subdivide to form a third. 

A number of poems can be read by two choirs — “Hickory; 
Dickory, Dock” is one of the easiest ones, and Stevenson's "The 
Wind" or Eugene Field's, “Why Do Bells for Christmas Ring 
can be used in this way. The dialogue type of poem is usually 
liked. A. A. Milne's, "Puppy and I" and *The King's Breakfast 
are good examples. 

There are many poems which permit the use of solo voices 
with the choirs. Vachel Lindsay's, "The Potatoes Dance" and 
"The Mysterious Cat" are good for this. Upper grade children 
can prepare very effectively selections from the Bible — some 
of the parables and Psalm 94 and Psalm 108. These can be done 
very effectively in an upper-grade class. 
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The teacher will serve as leader at first, to mark the tempo 
and rhythm exactly and to keep the group together. Later, 
children can take turns leading. The children should be encour- 
aged from the beginning to react to the poem and to suggest 
ways of interpreting it. If the teacher does all of the thinking 
and makes all of the decisions, much of the value is lost. 

The values of choral reading lie in the growth which takes 
place in the children. Occasionally, a group may polish a selec- 
tion to present at a Parent-Teachers Association meeting or for 
Some other purpose, but for the most part, the values lie, not 
in the polishing but in the thinking and interpreting, the trying 
out and evaluating. When the children are satisfied with a 
production, it is time to move on to another poem. All inter- 
pretation of poetry should be sincere and natural, and above all, 


it should be enjoyed. 


BOOKS AND MORE BOOKS 

Books for children pour from the presses in great numbers 
each year. Artists, writers, and editors are cooperating to pro- 
vide children with a great variety of content and with illustra- 
tions which rival in beauty anything available for adults. There 
are good books and poor books in the lot, just as is true of the 
Output for adults. There are books with unreliable and trashy 


Content and tawdry illustrations a$ well as thoroughly reliable 


and significant books with content that is accurate and illustra- 


tions of high artistic quality. 
Adults who use and enjoy book 
comfort, inspiration, and information 
richness of living. Books cannot serve 
but they can illuminate life and highligh 
cance. Books can serve as refuge and re 
Cult; the temporary relaxing of tensions makes it possible to see 
Problems in perspective and helps with gathering the strength 
and poise that are necessary to work through them. Inspiration 
Бате from the thoughts and experience of others helps to 
Create the insights and attitudes that smooth the way or make 
It possible to go on philosophically. Books are resources for 
eisure and for periods when rest and refreshment are the major 
need. Information is there to enrich and further the estab- 


s find in them a source of 
which add greatly to the 
as a substitute for living 
t its values and signifi- 
lease when life is diffi- 
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lished interests and to open up new ones. Children’s needs are 
similar to those of adults and they can learn to use and value 
books for similar purposes. 

Children need physical and material security but they are 
also reaching out for social and spiritual security. Through wise 
guidance, the books they read can illumine life so that they see 
it more clearly and come to understand it. Reading can con- 
tribute to growth in information, in insight, and in understand- 
ing of the physical world and man as he reacts to it and to his 
fellows. Books can help the child to see the relationships which 
exist between man and environment and between man and 
man. Children need a great deal of reading which helps them 
understand people, how they respond under a variety of cir- 
cumstances, and why they respond as they do. sat 

The emphasis upon the study of child development and socia 
groupings which has occupied the thinkin g of teachers in recent 
years has caused them to be increasingly aware of the social 
and emotional problems which confront children. Children 
have a great variety of personal problems with which they need 
help and guidance (5). Reading may prove valuable therapy 
for some children and some types of problems. Introducing а 
child to a book in which a character faces and solves a similar 
problem may help the child to understand his own problem 
better and to face it with courage and optimism. The teacher 
who knows children’s books can put material in the way of а 
child so that he is not required to bring his problem out into 
the open but may, in a measure, relieve his own anxieties, fears, 
and tensions and in so doing gain an added sense of power and 
confidence. Marguerite de Angeli’s book, Bright April, will help 
many children who face the difficult fact of being colored. Doris 
Gates’ Blue Willow can bring hope to an underprivileged child. 
The Good Master or Caddie Woodlawn may help a child to 
accept his role and enter into it without rebellion or тб g 
Children who are spared such problems themselves may fin 
in the books understanding of the feelings and needs of oue 
children in the group. The Hundred Dresses will fill this nee 
for many children. f 
Stories of home and family life are popular with children 0 
all ages. The desire for economic security is strong and children 
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d stories in which greater material security is attained. But 
the longing for emotional security may be even deeper and 
stronger. Though the family in a story may be poor and strug- 
gling to meet family needs, if there is love and loyalty among 
its members the book holds satisfaction for a child (3, p. 3). 
Children experience a sense of warmth and well-being in read- 
ing the stories of the Ingalls family by Laura Ingalls Wilder. 
No matter what the danger the family faces, the life inside the 
Cabin is safe and happy. The love and fortitude are always * 
there, along with Pa's gay ballads and the sound of his fiddle. 
e fortunate child whose home life is secure and happy may 
earn to see significance in experiences he might otherwise take 
for granted. The child who has not experienced such happiness 
In his own home may identify himself with the book family and 
gain some vicarious satisfaction as well as insight into what 


family life might be. 
Children develop maturity t 
real problems that suit their stage о 
velop also through the experience 
reading, That is the reason some of th 
linquency is attributed to unwholesome experience with comics, 
radio, and motion pictures. Through wise guidance in reading, 
children develop maturity of thinking and absorb some of the 


ideals and aspirations they find portrayed in their books. Qual- 
ity of taste, wholesomeness of interests, and maturity of thinking 


and reaction are the products of 5 
Some of the books that appear from time to time will be 
Short-lived because they lack the quality and appeal to sustain 
them, Other books not only fit adult standards but children 
take them into their hearts on first contact. There are many 
children’s books that fit into specific types of learning situations: 
ОоК$ dealing with science, such as those of Zim, Bronson, Web- 
er, and Schneider; geography and history designed to appeal 
to children, such as Pyne’s Little Geography of the United 


tates and Fosters Abraham Lincoln’s World. All of Laura 
ce they make pioneer life 


Ingalls Wilder’s books fit here too, sin 

and the westward movement come alive for children. These are 
Ooks that expand, enrich, and deepen children's thinking. 

April learned to accept her color а 


hrough the facing and solving of 
Е development. They de- 
that comes to them in 
e current juvenile de- 


ood reading. 


nd win respect and friend- 
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ship through her own attitudes; Hannah, in Thee, Hannah! 
learned what it meant to be a Quaker; Johnny Tremain had 
rich and stirring experiences in Boston during pre-Revolution- 
ary times in spite of a maimed hand. Heroes and heroines who 
accept handicaps, misunderstanding, and defeat courageously 
yet achieve in spite of them help children with the difficult task 
of maturing, of growing up socially and emotionally. 

Among children’s books there are many that will live. One 
might wish that every child by the age of six could have experi- 
ence with a good edition of Mother Goose, with Peter Rabbit, 
Millions of Cats, Angus and the Ducks, and In M y Mother's 
House. By eight years they should know The Poppy Seed 
Cakes, Little Pear, Winnie-the-Pooh, and the Just So Stories. 
By ten they will be enriched by experience with The Moffats, 
The Good Master, Little House in the Big Woods, and Homer 
Price. A little later they will appreciate Hidden Treasure of 
Glaston, Tree of Freedom, and Johnny Tremain. 

The problem nowadays is not one of finding enough books 
to satisfy children’s needs and interests. It is a problem of selec- 
tion of the best that are available for various purposes. One 
criterion for selection stands out clearly. A book is good for 
children only when they truly enjoy it. Conversely, a book is 
poor for them if they do not enjoy it even though adults rate 
it high and feel that the children should like it. Their own 
interests, needs, and tastes, in the last analysis, form the basis 
for selection. Arbuthnot calls attention to the fact that children’s 
needs are at first intensely and narrowly personal (3, p. 2). The 
broadening of needs corresponds to the rate of socialization of 
the child; the child needs both personal happiness and social 
approval. To keep a balance between the two is a difficult task 
and book experience may help the child at both points. 


THE EVER PRESENT COMICS 


The consuming interest children show in the comics grows 
in part out of the fact that this is a swift-paced, stimulating ШШЕ 
and comics bring them stories with swift action and viv! 
experience. These are all in colorful form so that the mind has 
far less work to do in filling in background and forming menta 
pictures than if the story were told only in words. In spite 9 
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Ње fact that this is a stimulating period in which to live, the 
lives of children are less eventful than they were in a simpler 
period. Careful parents hedge their children about with re- 
Strictions and safeguards. Even if they did not, there is not 
much of excitement or adventure that is either possible or 
Socially permissible for children. Movies, radio, the comics, and 
now television provide vicariously much of the action, adven- 
ture, and excitement that children crave. 

A children’s book committee of the Child Study Association 
reported the results of a study of comics which they completed 
in 1943 (17). The committee found it difficult to classify the 
types of subject matter found in the comic magazines because 
of overlapping. They utilized the following rough categories: 
adventure, fantastic adventure, war, crime and detective, real 
Stories and biography, jungle adventure, animal cartoons, fun 
and humor, love interest, and retold classics. Adventure, in one 
form or another, is found in most of the comics. That is some- 
thing that children look for in all books and stories. Fantastic 
adventure plays a large part in many comics. Superman and 
Other favorite characters have qualities that resemble those of 
fairy tale characters, yet the stories in which they are presented 
deal with current, everyday life. This background of today's 
world appeals to children who are increasingly aware of the 
forces, good and bad, which operate in their environment. | 

Children find fascination in stories dealing with the avenging 
of wrongs and the punishment of evil doers. This is their own 
fantasy pattern, as one can tell from their play as well as from 
the books they like. Fantastic adventure stories seem to satisfy 
much the same emotional need as the traditional fairy tales: 
escape and wish fulfillment. For many children they may pro- 
vide emotional release for feelings of aggression and frustration. 

Comic books, so called, are actually picture stories and are 
neither better nor worse than the material they present. It is 
Probably a fair estimate that approximately seventy per cent 
of the comics exploit sex, horror, crime, and abnormalities. At 
the present time, it is probable that not more than twenty per 


i i { ten per 
Cent of t i contain anything funny. Abou | 
D М classics, Bible stories, sci- 


Cent are 1 i ling wit 
informative, dealing 5 { 
їс 
ence, and social science themes. The language 11 the com 
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books varies widely in quality and kind. Some stories are told 
in simple, straightforward language; others employ an elabo- 
rate, self-conscious vocabulary. Gangsters and tough charac- 
ters use tough language, the vernacular of the streets. In many 
instances, the hero’s English is correct in grammar and diction 
and in every way above reproach. Children enjoy silly language 
and language that is not “refined”; they often turn sensible lan- 
guage into silly forms for their own amusement. They ape 
expressions that catch their fancy, but this is probably a legiti- 
mate form of enjoyment and a passing one. There is also a wide 
range of quality in the drawing and color used in the comics, 
but they do represent the kind of drawing children themselves 
tend to do, with action and masses of color predominating. 
Children can be helped to recognize good and poor quality in 
this area as well as in content and style of language. Children 
like “thrillers” and they want something funny but they can 
learn to prefer material of acceptable quality and to reject the 
more objectionable material, 

Psychiatric opinion, as reported by Frank, differs consider- 
ably with regard to the effect of “chills and thrills in radio, 
movies, and comics” on children (15 ). One psychiatrist empha- 
sizes positive values for children, stating that the experience 
with activity, motility, and movement in which their heroes 
overcome time and space gives children a sense of release rather 
than fear. A second, on the other hand, is convinced that the 
very repetition of “biff and bang” themes day after day causes 
children to feel that conflict and aggression are too permissible. 
She is convinced that “thriller” comics make aggression too easy 
and too colorful and that, if they actually were safety valves 
as some people maintain, nightmares following them would not 
be reported so frequently. A third psychiatrist is reported di 
differentiating between types of readers of comics. He hol i 
that moderate readers use the comics for identification wit? 
heroes but that, when they come to realize that the hero's POM 
fection is unrealistic and unattainable, their own developmen 
weans them away from the comics. Excessive readers expres? 
2 different attitude. To them, the hero symbolizes a deity ES 
savior to whom they delegate all responsibility. This attitu' 
appears with relation to television as well, as was the case W! 
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[е kindergarten age boy who insisted, when he heard the 
aster story of the crucifixion of Jesus, that it could not possibly 
have happened had Hopalong Cassidy been there. The attitude 
of these children prevents the development of a mature outlook 
on the material of the comics. 

Attempts to ban the comics are never successful, whether 
resorted to by parents, schools, or communities. A thriving 
bootleg business is the inevitable result and far more devas- 
tating to the development of sound judgment and mature 
standards than a permissive atmosphere, guidance in selection, 
and the sharing and discussing of content with adults. Some 
librarians and teachers have insisted that the reading of comics 
is not a serious problem if children also read and enjoy better 
books, Guidance can lead a child from the jungle and animal 
Comics to Kipling’s Jungle Books and from adventure comics to 
adventure stories of higher quality. To offer a child a classic 
in place of a comic may not result in acceptance but there are 
Many intermediate steps (11). The enthusiasm of children for 
better books, when those books are easily available and fit the 
children’s interests, makes it clear that they would read many 
books of higher quality if these were ready at hand. The prob- 
lem of both home and school, as well as the community through 
its children’s library, is to make better books as readily obtain- 


able as are the comics. 
A The graphic, rapid moving, easil 
in the comics is basically а good technique for some purposes 


and one that will continue to be used. Perhaps it is a form that 
educators should have laid hold on first and turned into a valu- 
able teaching tool. This form is of such intense interest to 
Children, that it could very well be utilized more and more. 
There is evidence that the technique could be used very suc- 
cessfully in the teaching of the social studies to enable children 
to picture historical scenes and distant places and thus form 
Clearer and more lasting mental images and concepts (32). 
Roth is convinced that comic books must be defended by 


People who recognize their advantages “until the reserves come 
чр” until child psychologists, curriculum experts, and others 
adapt the technique to helping children learn. There are hope- 


ul instances of such cases. 
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Dramatic Interpretation 


for t] Dramatic play is an integral part of living 
him с 8 child; it is as natural and spontaneous as the child 
wh ^ . During his second year the child likes to demonstrate 
iv | each of the animals in his picture book says. He enjoys 
an + е finger plays with easy motions and words he understands 
can say. During the third year, dramatic play takes on 
peony forms. The child may be a dog racing and barking, a coal 
E в lveryman delivering blocks from his little wagon, а hostess 
m ving make-believe tea, а mother making a birthday cake of 
is 015 sand, or a father going to work in the morning. The play 
ii. entirely realistic because time is not a problem to the 
ild at this age. If Father returns from work before the family 

as finished breakfast по one is disturbed. | 
4 Jramatic play is make-believe in which a child relives fa- 
Шаг experiences and explores new ones (21). When he plays 
Сов Sunday School, store, ог house he demonstrates his inter- 
Pretation of his experience. In his dramatic play he “tries on 
E through playing Daddy, the policeman, or Grandmother 
in gaining some concept of how it feels to be someone else. 
Due dramatic play has no plot and no required M. P 
tar €gin anywhere and end anywhere. The play a е Y i- 
in у , as in the case of the three-year-ol who ee es " e 
е sand and serves them at a party: It may be the sobtary 
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play of the ten-year-old who snatches a stick out of the can of 
trash he is carrying to the alley, strikes a pose, and runs his 
sword through an imaginary foe. At times there is a parallel 
type of play, as when children on wheel toys on the playground 
carry on similar plays with little or no interaction. As the child 
grows older and has more contacts with children it becomes 
group play and may take on а very complex social organization. 
Dramatic play is especially important in the lives of four- to 
Seven-year-olds though it continues in somewhat different forms 
well beyond these ages. 

À four-year-old spends a great deal of time in dramatic play 
of many sorts. He may have an imaginary companion if no real 
one is available. The child himself slips in and out of a role with 
great ease. He may be a zooming airplane with arms out- 
stretched as wings, banking and swooping; suddenly he stops 
to ask a question that occurs to him, then zooms off again. The 
child plays almost anything he has seen in adult life which 
catches his interest: doctor, storekeeper, train — animate or in- 
animate, it does not matter. 

Mothers have found that dramatizing a new situation with a 
child before he goes into it results in acceptance of the new 
Situation and confidence in it. One mother tried dramatizing 
the preliminary steps to a tonsillectomy and the child came out 
of the ether saying, "It was just like you said it would be. 
Another mother told of preparing her little daughter for a trip 
alone on the train by dramatizing the whole procedure. Play- 
ing through an experience may give the child a clearer picture о 


what to expect and helps him to interpret the real experience 
when it comes, 


DRAMATIC PLAY OF SCHOOL AGE CHILDREN 


Kindergarten children are keenly interested in dramatic play- 
À very important unit in the kindergarten is the playhouse 
corner, with its equipment for washing and ironing, cleaning 
cooking, carrying on family life, giving parties, and telephon- 
ing to the store or to friends. Large blocks are built into houses» 
hangars, fire Stations, stores, and boats; while smaller blocks = 
combined with wooden boats, trains, animals, and people for 
farm, transportation, or any other sort of play. It is far more 
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accurate and realistic play than that of younger children, 
though boys and girls of five play any part that interests them, 
regardless of sex, and imagination still helps tremendously with 
properties. Ray left his play and came to his kindergarten 
teacher one day in March asking what he could use for a 
Christmas tree, While the teacher turned the matter over in 
her mind without bringing up a solution, Ray said, “Oh! I 
know,” picked up the toy ironing board, turned it over so that 
the crossed legs stood in the air, and went off to decorate it 
with odds and ends for the family Christmas day that was being 
played in the playhouse. Play may need guidance at a number 
of points although basically it is the children’s own and is car- 
ried on without adult interference. In one situation several 
cowboy suits appeared after the Christmas holidays; the boys 
Snatched up long blocks and were preparing for a shooting 
fray when the teacher casually remarked that the blocks would 
make good guitars and soon the boys were enthusiastically 
strumming and singing “Home on the Range,” as they sat on 
their block horses and watched their cattle. 

More and more first grades are being supplied with equip- 
ment for housekeeping play and with blocks and wooden toys 
50 that children can continue their advances in dramatic play. 
Doll play is at its height at age six though many boys are turn- 
ing their interest to transportation, community activities, and 
€ven to the beginning of enthusiasm for “cops and robbers. 


Dramatic play occupies a great deal of the free time of m 
oth ind Jayground. For this age as well as tor 
И. t should include well-sanded 


kindergarten, outdoor equipmen | 
and painted packing boxes, kegs, sawhorses, boards with cleats 
to prevent splitting, and short lengths of ladder. With such 
Mexpensive equipment the children can devise many types 
9t play; the interest and the ingenious variations are never 
exhausted. 

Many teachers have found that a costume box adds to the 
un of dramatic play and frequently suggests the play с 
For the younger children, gay hats, gloves, purses, and other 
Odds and ends of castoff apparel provide endless pleasure and 
аге used for many purposes. Older children find many uses for 
Aden, gay cambric skirts and pairs of trousers, a bodice or other 
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bits of peasant costume, and strips of material that can be twisted 
and draped in a variety of ways. 

Excursions and studies of many sorts often lead to dramatic 
play, either spontaneously or through encouragement from the 
teacher. . Interest in boats led a first grade group in a harbor 
city to build boats of scraps of wood, put wrapping paper on 
the floor and calcimine it blue, then set up an elaborate harbor 
play, complete with docks, bridges, and lighthouses. Tugs 
guided ships into the docks, lighthouse tenders carried supplies, 
and log rafts were towed to the lumber mills. A wide vocabu- 
lary was brought into the play and used with great accuracy. 
Even the most timid child found a role that he could play 
enthusiastically. Reproducing on the floor a farm, a market, a 
harbor, an airport, or any other large area the children are 
interested in, provides the first step in the understanding of 
mapping and charting, the reducing of a large space to a small 
one without losing its important elements. Dramatizing ап 
episode or carrying on more extended plays helps children to 
organize their thinking, clarify meanings, see relationships, fix 
new vocabulary, and enter in imagination into the life they are 
reproducing. All of it leads to deeper understandings and 
broader sympathies, 

Interest in dramatic play appears among older children, but 
it begins to take on different forms and the content differs with 
age and maturity. Biber, in an intensive study of a group of 
seven-year-olds, found girls carrying on various types of family- 
life play on the playroof on occasion but the boys entered into 
it very rarely (6). There was little play of family life on the part 
of mixed groups. Both boys and girls entered into exciting wat 
play with many wounded being carried or assisted from the 
scene of battle. It was highly exciting play with much rushing 
about, exceedingly dramatic portrayal of the wounded, doctors, 
and hospitals, but action appeared more to be desired than 
consistency. Throughout the year it was clear that girls clung 
to free, spontaneous dramatic play after the boys had largely 
abandoned it. 

Children of eight and nine very readily turn the material 
they are studying into dramatic play, as they do the ideas they 
gain from radio, the movies, and television. A fourth grade 
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group, climbing a steep trail in the park, arrived at a colossal 
statue of an Indian at the top of the trail a moment ahead of 
their teacher and were busily dramatizing an Indian council 
meeting when the teacher arrived. They solemnly decided that 
they must move westward because the white men were crowd- 
ing them out of their territory. When the decision had been 
made, they started soberly down the trail again. The same 
group later lived for most of a day as true a reproduction of 
the life of the Lenni-Lenape Indians as they could construct 
from their reading. A part of the day — building the wigwam, 
cooking dinner with hot stones and over the coals of their fire 
— was carefully planned ahead, but much of the conversational 
interplay and many of the activities and overtones were spon- 
taneous dramatic play. They were so thoroughly saturated with 
the lore of the period and people that their improvisations 


flowed freely and naturally. 

War interests resulted in a great deal of dramatic play by 
eight- to twelve-year-olds. A helmeted figure in a child-size 
camouflage suit might dart from behind any ambush on play- 
ground, lawn, or street. “Cops and robbers” were forgotten for 
the duration of the war and С Г, sailors, marines, aviators, and 


the enemy took their place in the realistic play of children. 
Older children reproduce in play form some of the things 
they are studying or are interested in, but from the fourth grade 
on, the planning and organizing they do make theirs more 
nearly “a play” than just spontaneous dramatic play (15). А- 


fifth grade group which had had a week of camping experi 


dramatized camp life fo 
school pupils put on a $ 


presidential election. T i 
Social situations but they lack the unplanned $pohtaneity of 


dramatic play. When older children are planning 'produc- 
ing an original play, their first attempts may be in the nature 
of dramatic play, but as they organize and refin 


they shape it into fairly definite fom. = 
In spontaneous dramatic play, а child is the character he is 


portraying, for the time at least. In dramatization, the acting 
of a prepared story or play, a child consciously accepts a role 


and the obligation to interpret it. 


chool election at the tim увЕ а national” 
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DRAMATIZATION IN THE PRIMARY SCHOOL 

In the nursery school, dramatization is found in the finger 
plays the children delight in playing over and over again. At 
first the teacher supplies the words but later the children join 
in as they scoot the train up and down the track, toot the 
trumpet, and pound the hammer with their hands as accom- 
paniment to the words. In rhythmic play, they imitate rabbits, 
elephants, ducks, fairies, or snowflakes or do whatever the 
music moves them to do. Occasionally a small group becomes 
interested in playing a Mother Goose rhyme but unless the 
inspiration comes from the children they show little interest 
in it. 

Kindergarten children enjoy playing stories. At this age "the 
play's the thing." They need very little in the way of stage set- 
ting or properties. Imagination can fill all the gaps and provide 
what is needed. The fact that the three chairs Goldilocks tries 
are all alike and the beds are each made of two more chairs does 
not cause the children any concern. The Three Billy-Goats 
Gruff can “tromp” across a low table top or the floor; if there 
is a place for the troll that is all that matters. Auntie Katushka 5 
fine feather bed can be pure imagination but the children may 
want something for a gate to swing on and something for a 
picnic basket. There need be no costumes though a few odds 
and ends from a costume box may add to the pleasure and 
illusion. If the children feel the need for ears for Peter Rabbit; 
paper ears pasted on a headband satisfy them completely. 

Foster and Headley list the following rhymes and stories a5 
types which lend themselves to dramatization (11, p. 210): 
Nursery rhymes — Jack and Jill; Jack Be Nimble; Little Miss Muffet; 

Hickory, Dickory, Dock; and Little Jack Horner. в 
Stories — The Three Billy-Goats Gruff; Little Duckling Tries His 

Voice; The Three Bears; The Story of Dobbin; The Three Goats; 

The Little Wooden Farmer; Whiffy McMann; The Poppy pen 

Cakes; and One Little Indian Boy. 

Children in the first grade will enjoy some of the same mate- 
rial. They will want to dramatize a number of the old folk tales 
which have simple plot and an interesting amount of repetition: 
“The Three Little Pigs,” “The Old Woman and Her Pig," | Т! за 
Gingerbread Boy,” and others of that type will be favorites wile 


Dramatic Interpretation 423 


most children. Some of the modern stories lend themselves to 
dramatization equally well. 

Most of the playing will be done just for the pleasure it 
affords and with no audience other than the group itself. On 
occasion, the group may become interested in playing a story 
for the kindergarten or in repeating for their mothers one that 
they have liked especially well. 

Stories for dramatizing must fit the interests and the maturity 
of the group. Children should be allowed to select the stories 
they like, because they can interpret only those characters and 
actions which they can enter into with pleasure and under- 
standing. Short stories appeal most if they have clear-cut action 
and dialogue which either follows a simple pattern as, “Little 
Pig, little Pig, let me come in!” or “You can’t catch me! I'm the 
Gingerbread Man!” or can be made up in original form by 


each child who plays. 

Second grade children enjoy playing longer stories which 
have more complex action and more of essential dialogue. Old 
folk tales are still popular choices. “The Lad Who Went to the 
North Wind,” “The Bremen Town Musicians,” “Cinderella,” 
and “The Sleeping Beauty” are stories some groups will tackle 
enthusiastically. The complexity of the story which can be 
dramatized depends upon the maturity of the group. If the 
dramatization of stories is a group interest, the children will 
be forever watching for stories to play. “Rumpelstiltskin be- 
comes a favorite with slightly older children, as do stories from 
Kipling’s Jungle Books and Howard Pyle's Pepper and Salt and 


The Wonder Clock. Stories such as these are highly pleasing 
They can turn the story into a 


to eight- and nine-year-olds. ) 
workable sequence of action. They may give careful attention 
to the actual speeches of the characters, but more often they 
Present their own original interpretation of the feelings and 
attitudes which the characters portray. An eight-y ear-old boy 
Interpreted Rumpelstiltskin in a manner similar to a witch in 
Macbeth" and the children accepted it as just right. 


No sch i ives a child a better opportunity to 
саа A child who is thinking 


be creative than does playmakin à | | 
independently and portraying his thought and his emotional 
Teaction with sincerity and confidence is having a creative ex- 
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perience. The teacher does not expect to make actors of chil- 
dren but she does try to help every child to respect his own 
thoughts and feelings and to stand before the group with ideas 
that are his own. 

Children of primary grade age care little more for е 
апа properties than do younger children. If they have seen the 
plays produced by older children they may wish to imitate to 
some degree but they will put on many plays of their own 
making in the classroom with only the odds and ends they can 
find about the room. If they wish to share the play with a 
audience of mothers or a neighboring class, they may concoc 
something which will suggest the essential properties to si 
They may also wish to “dress up" in odds and ends from ш! е 
costume box or to make something which suggests the Е. 
they are playing. A gilt-paper crown makes a queen, a piece 3 
cheesecloth fastened to wrists and shoulders will do for a butter = 
fly or a fairy, а headband with antennae or pink and white ears 
serves for a bee or a rabbit, A postman may need a letter bag 
and a policeman may need a cap, but the child rarely feels the 
need for real disguises. , 

Learning lines and parroting them forth at the proper points 
makes children stiff and self-conscious. Getting the “feel of hi 
part, and a clear concept of the contribution a character i5 
expected to make to the whole, makes it possible for them to 
coin their own lines as naturally as they talk among ма 
The character talks as the child himself talks and it fits the nee 
perfectly. Often there are real surprises as children develop 4 
play. A first grade put together a favorite poem and some © 
the rhythmic interpretations they had enjoyed in dramatizing 
Rose Fyleman’s “Fairies,” The “fairies at the bottom of ou 
garden” played and danced as only fairies can. One of Es 
remarked, “Look out, there's a bee in that flower." Апо 
answered, “It won’t hurt you if you don’t bother it. Mr. be 
says so!” Neither the mothers in the audience nor the childre Е 
saw anything inconsistent in tucking in a little nature know 
edge furnished by the school gardener. he 

Dramatizations on the primary school level spring from t 
children’s experience, their social studies interests, stories К 
have read or listened to, poems that suggest action, or just t 
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children’s own original fantasy. The material is not written into 
a play. It is worked through to the children’s satisfaction and 
they pass on to the next interest. Younger children rarely live 
with a play long enough to polish and perfect it though they 
may wish to play it enough times to permit the individual 
members of the group to play the parts they wish to play. The 
values lie in the creative thinking, the planning, and the doing. 
Repeating to add polish frequently serves only to flatten the 
whole experience and deprive it of the freshness of thinking 
and response that is the chief charm in the work of young 
children. When repetition destroys the fun of. playing, the 
values are gone. Any further repetition falls clearly into the 


area of diminishing returns. 


PLAYMAKING FOR OLDER CHILDREN 

Older children as well as younger ones draw much of their 
material for plays from their own experience. Social studies 
interests, stories of all sorts, ballads, and other sources may be 
drawn upon. One of the best ways to understand other cul- 
tures and civilizations is to dramatize them. Re-enacting the 
life of an earlier period — the ancient Greeks and their Olympic 
games, life in China as Marco Polo found it, or the coming of 
the Spaniards to Mexico — gives children a clearer concept of 
the period. Dramatizing a story of France, Japan, or India to- 
day may help to create respect for those peoples and some 
further understanding of the problems with which they deal. 
Study is necessary to build background for the play. An indi- 
vidual character may require not only studying books but 
also making the acquaintance of people who come from the 
area or are steeped in the lore of the period. A great deal of 
Study and thinking may be necessary in order to give the proper 

ауог and atmosphere to а play. у das 

Building their own plays has far Е а oe 
а ing it. Not on - 
аии Ай ae d Е lot тее have 


ground building and the creation of p. 
educative vale nh the play will actually be better produced. 


Children can do well only what they can put themselves into 
With loss of identity or the submerging of self. This is not possi- 
ble until the play or the role has become a part of the child. 
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Obviously, participation in the creation of the play helps to 
make this possible. 

Plays for children from nine to twelve years of age are more 
elaborate in most instances than those of younger rew 
Often boys and girls of these ages appear to need the help 9 
more properties and more costuming to lose their identity in 
apart. Imagination no longer supplies all the essential elements 
and the children are more aware of consistency of details. Often 
they work long and hard to make their portrayal of time, place, 
and characters clear to an audience. с itl 

Middle grade children do a good deal of dramatizing with 
no audience except each other, but they enjoy putting on an 
occasional production that is more finished. For this, they рш 
the sequence of events with care and give a great deal О 
thought to portrayal of characters. They. may have to find a 
Chinese laundryman or a French immigrant, if there is one п 
the community, and engage him in conversation, not only to 
learn something of his ideas and attitudes but also to catch his 
form of speech. They will put a great deal of time and effort 
into the making of simple properties and costumes and perhaps 
a simple backdrop or something to tack on the wall as sugges- 
tive background. If a costume box is available, they can often 
create from basic garments something that will fit their need. 

With these children as with younger ones, the best produc- 
tions are those for which no lines are written. Each аре 
assumes responsibility for portraying an understood role i 
fits his own words to his concept of the character and his par 
in the total action. The reason for this is quite clear. If a 
child has thought through his part well enough to portray z 
he can respond naturally in that part. A child who has mem 4 
rized lines and cues and forgets what he is supposed tosay hin 
powerless until he receives help. The child who is living ES 
part and speaking naturally in it will come forth with а 
thing that fits the situation because his confidence rests in ideas» 
not in set patterns of words. 


MEETING THE NEEDS OF INDIVIDUALS 


МЕК! 
Work with dramatization and playmaking can help individua 
children with their problems in many different ways. The tim 
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child can be guided into participation through a variety of 
means. If he feels that he cannot play one of the characters he 
may be willing to help arrange the setting, to announce the 
play, to usher in the guests, or render some other simple service. 
After a time he may be willing to assume a minor role in the 
arly if he does not need to talk. Occasion- 
ally a bit of crude costuming will help him to forget himself. 
Elizabeth, a highly creative but very withdrawn fourth grade 
child, consistently refused to participate in spontaneous class- 
room dramatizations. One day when a number of children were 
absent those who remained at school became very insistent 
that she help them so they could go on with their play. Eliza- 
beth ran to the coat cupboard, came back with her brown coat 
thrown over her head and her arms partly in the sleeves, and 
became the tiger the children needed. The fierceness of her 
&rowls was loudly applauded by the children. Having finally 
broken through her reserve and gained the children's approval, 
she participated as a matter of course in later dramatizations. 

Occasionally a child who does well with dramatic interpreta- 
tion insists on carrying major roles at all times. Since the pur- 
Pose of such work is to develop all children, not to feature those 
Who are gifted, the gifted child (and at times his parents) has 
to be helped to see the value in all types of participation. 

The child whose speech is slovenly and inaccurate will =: 
Work hard to make his speech acceptable to an audience ап 
make it carry his contribution to the play. Playmaking may 
Serve as motivation for improved speech for all үү жа | 

Participation in a play calls for careful thought or iming 
and А f events. A child who fails to 

"1С attention to the sequen” x row the entire play 
Ve up to the obligation of his part may throw thinking is 
into confusion. A thoughtless child and one whose | de ~ ЄР 
Puddled may be motivated to improve the ата е ence he 
M through concern for the group pue ac "n as him a 
Teceives in consistent sequential thinking shou ee E 
little clearer as to 1 ду to proceed in other areas of thinking. 
o how to p 


acting itself, particul 


The planning, 
ression of ideas 


PR | 
ACTICE IN DEMOCRATIC PROCEDURES | 
танс interaction. 


Playmakin 
calls for детос 
е tying - of various parts, and the free ехр 
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are all essential to the whole enterprise. Through guidance, 
children can learn to assume responsibility for co-operation in 
the working out of plans and for the sharing of ideas. Learning 
to listen courteously to other people’s ideas and to weigh them 
against one’s own is important learning for every child. Trying 
out ideas, then standing back to look at and evaluate them e 
personally, helps a child to grow in maturity of attitude an 
behavior. Evaluation by the group and by individuals is um 
herent in the whole process of playmaking. Individuals d 
(0 give up personal desires when they conflict with those of the 
group and learn to subordinate individual self-interest to group 
interest, | 
In preparation for a play, each child may choose the role s 
wishes to play. The play may be tried throughout with ee 
casts or new characters may be chosen for each logical sub- 
division. No player is supposed to volunteer for a second A 
until everyone has had his turn to play. If the play is to 1 
produced before an audience, the children may select the fina 
cast by any criteria they choose to set up. Children usually see 


very clearly the need for giving everyone his fair turn at some- 
thing he wants to do. 


UNDERSTANDING HUMAN BEHAVIOR AND MOTIVATION 


Drama, especially for older children, involves people and 
their behavior and emotions. In playing a part a child re 
out of himself, his own personality, and into the pesca 
someone else. He is freed from his own limitations and inhi + 
tions; he may do whatever the part he is playing calls for. on 
a large portion of the preparation of a play is consideration 
character. “If the man is like this, what will he do? А 
a fine character and responding through him to noble emo 
may help the child himself to stretch upward and may help 
fix in him some high ideals. On the other hand, a Сана 
who is not admirable stands out in the play for what he is. pi 
child can see him against the entire plot of the play and ae 
interaction. Playing such a part may strengthen the child's di 
like for such a person. ES 

Stories children dramatize often deal with ethical ques 
Helping the children to sense the values involved is an impo 
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tant part of the teacher’s responsibility. If she succeeds in 
opening the children’s eyes to see more clearly what is worthy 
and what is cheap, she is giving them something of lasting value 
(21, p. 245). Spiritual and moral values can be made to stand 
out clearly without preaching. They are inherent in the situa- 
tions being portrayed as well as in the experience of working 
together toward a common goal. 


PUPPETS AND MARIONETTES 
i Serving as the players th 
avorite way of carrying out 


emselves is usually the children’s 
dramatic interpretation. There are 


other ways that can be used for certain purposes and to add 
variety to experience. Puppets of a number of kinds can be 
used with younger children while older children, particularly 
those of junior high and high school ages, may develop skilled 
performance with marionettes. 

Puppets made with bottles and used to push around on a 
table, helped to loosen up а group of very timid first grade 
children of foreign background. They played the story of “The 
Three Bears” using a quart milk bottle for Е ather Bear, a pint 
bottle for Mother Bear, a half pint bottle for Baby Bear, and a 


pop bottle for Goldilocks. The bottles were wrapped with 
he bears, and a ball of newspaper 


colored cambric, brown for tl 

Covered with cambric formed the head. Children who were not 
Yet ready to play the parts themselves would push the bottles 
about on the table and talk for the characters with great con- 


fidence. The fact that the child was in full view of the audience 


appeared not to trouble him at а. he 
Upper primary and intermediate grade groups sometimes use 
and puppets made of paper bags or scraps of fabric. Some 
children learn to manipulate them and talk for them without 
diffculty. Other groups have tried stick puppets the character 
Created in color by the child, then thumbtacked to а stick for 
use above a table top or in а box theater. 


_ Mature fifth and sixth grade children as well as young people 


ting marionettes. 


p high school may find t pleasure in crea 
y find great p m | К 

su ar Jay, plaster, or just of papier 
ally, the heads are made of clay, P ge e 


máché ә -ins and pas 
made with newspaper strips anc ad 
кше enough to create their own marionettes and to manipu 


Я 
f 


ger 


Older children find marionettes a delightful 
hobby. Milwaukee Public Schools 
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late them by strings they can produce plays which are very 
popular with child audiences. Choice of subject matter for the 
plays may be limited by the medium, but children show great 
ingenuity in their interpretation. 


PANTOMIME AND SHADOW PLAYS 


Pantomime is a serviceable medium at many points. Some 
children who are self-conscious and timid will act a part which 
requires no talking before they will take a speaking part. They 
can enter into dramatic activity a step at a time but cannot do 
it all at once. 

There are some types of dramatic 
mime is best. Many schools use it for the portrayal of the 
Christmas Story. The reverent attitudes of the children testify 
to the depth of feeling and understanding they put into the 


playing. 
cially for older children. They 


Shadow plays are fun, espe 

learn to think in terms of line and balance, action and grouping. 
The medium requires them to give attention to clear portrayal 
of mood and action through use of the body, since they cannot 
supplement action with words. Shadow plays are used less fre- 
quently than other acting, but they have a place in the total 


program. 


material for which panto- 


THE CHILDREN'S THEATER 

The movement for a Children's Theater is creating interest 
in a number of communities. Children are being given oppor 
tunity to join groups of players under skilled leadership and to 
put on plays for their own and the community 5 pleasure. They 
are reading good literature and learning to turn it into plays. 
А hey are catching the spirit of other times and places and learn- 
ing to re-enact it. The whole Children’s Theater movement is 
One in which parents and teachers should be greatly interested. 
ТЕ provides children with wholesome and highly educational 
Out-of-school experience. The leadership that is going into the 
Movement is of high quality. Many a community could well 
afford to divert some of the funds now going into the appre- 
hension and care of juvenile delinquency into the constructive, 
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character-building values that are being woven into the Chil- 
dren’s Theater movement. 


THE CHILD AS DOER, NOT ABSORBER 


Radio, movies, and television threaten to make of our chil- 
dren passive, “do-less” absorbers who are content to be forever 
on the receiving end of entertainment. Children of earlier 
periods were their own entertainers. They put on circuses and 
shows of their own creation in their back yards and attics and 
charged a penny or some pins for admission. It took a great 
deal of ingenuity and family or neighborhood planning to make 
the show come off. Children made tickets, rigged up sheets or 
blankets on clotheslines for curtains, concocted costumes, and 
planned sequences of activity. It required an immense amount 
of thought and creative effort as well as real skill in working 
together for a common end. They found ways to include all 
who wished to participate and took care of the working out of 
democratic processes themselves. 

Now one finds little of this sort of activity in homes and 
neighborhoods. The children are sitting in the moving picture 
theater looking and listening or facing a television instrument 
as many as three and a half hours a day soaking ир what they 
see and hear, They are no longer the doers and creators. while 
the modern media undoubtedly have brought educational 
values they have deprived children of other very important 
values. Children need many experiences in thinking, planning, 
carrying through plans, and evaluating outcomes. They need to 
use their own creative minds and develop them through e 
What children plan and carry through, with or without аа 
guidance, is something suited to their level of development an d 
meaningful to them. The mass media bring them ideas an 
stimulation but often of an unwholesome and unsuitable son 
People who are interested in the development of children nee 


to give thought to this phase of their development and put forth 
some effort to bring it about. 


Summer camps, organized playground programs, and com: 


munity centers tend to spend some time on dramatics but cou! 
afford to spend more. The interest is there if it is stimulated ae 
guided. Many groups respond as did one fourth grade. T 
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children k - 
ept beggin for more ti 
m Р 

teacher suggested th В they gi eor play су 
tio 2 at they give some thought to pl 

n during their play, ; ght to play prepara- 
Ses world р ay ground periods. For days, knots of chil- 
MNA at various points on the playground organizi 
Е rying out plays. Wh e ern 
ан у. en each group was ready, it announced 
Becher ind а to present its offering. In some instances the 
omues а called on for suggestions, or material from the 
а ae У had been requested, but often the final production 
6 a surpris i 
Не the а prise to the teacher as to the other children 

chi | : 
child s who has developed vital creative interests is rarely a 
EI о carries on antisocial activities or who gets into trou- 
buildin ack of guidance. More school and community effort in 
Ри g wholesome, constructively valuable interests would 
КЫЫ, materially on juvenile delinquency and minimize the 
ih т ity of mental breakdown as well as build lifetime values 
itudes, habits, and real mental power. 


SELECTED REFERENCES 
Educating America’s Children. New York: 


1 ADAMS, ray 
Ronald Press Со., 1946, Chap. XIV, рр. 
DM 468-484. 
RBUTHNOT, MAY HILL Children and D MES Scott, 
o., 1947. 


Foresman an 
Adventuring in Literature with Children. 
Washington, D. С.: Association for Child- 
hood Education, 1958. 
Storytelling. Washington: D. C.: Associa- 
tion for Childhood Е fucation, 1942. 
Exploring Literature with Children. Prac- 
tical Suggestions for Teaching, No. 
New York: Bureau of Pu ications, 
Teachers College, Columbia University, 
1943. 

dy of a Seven- 


Child Life in School: A Stu 
New York: Е. Р. Dutton 


кос шок FOR CHILD- 
OD EDUCATION 


ae 


BETZNER, JEAN 


B 
кж. BARBARA; 
ee LOIS B.; 
ОС TOURE E 
BLACK, IRMA S. 


B 
ee ANGELA M., 
others 


Year-Old Group: 
and Co., Inc» 1942. 
Conductin, Experiences in English. 
National Council of Teachers of English. 

. New York: D. 


English Monograph о. 
Appleton-Century Co., Inc., 1939. 


434 The Language Arts in the Elementary School 


8 BURGER, ISABEL B. Creative Play Acting. New York: A. S. 
Barnes and Co., Inc., 1950. 
9 CROSBY, MURIEL “Creative Dramatics.” Elementary Eng- 
lish. Jan., 1956. 
10 FLORIDA STATE DEPART- Experiencing the Language Arts. Bulletin 
MENT OF EDUCATION No. 34. Tallahassee: State Departmen 


of Education, 1948. 


11 FOSTER, JOSEPHINE c.,and Education in the Kindergarten (2nd Ed.). 
HEADLEY, NEITH E, New York: American Book Co., 1948. 
12 HARTMAN, GERTRUDE, and Creative Expression (2nd Ed.). Milwau- 
SHUMAKER, ANN (Eds.) kee: E. M. Hale & Co., 1939. 
13 HATFIELD, W. WILBUR (Ed.) An Experience Curriculum in English. 
National Council of Teachers of Eng а 
English Monograph No. 4. New or 
D. Appleton-Century Co., Inc., 1935. 


14 LEASE, RUTH, and Creative Dramatics in Home, School and 
SIKS, GERALDINE BRIAN Community. New York: Harper an 
Brothers, 1952. 
15 LEE, J. MURRAY, and The Child and His Curriculum. New 
DORRIS MAY York: — Appleton-Century-Crofts, Inc» 
1950. 
16 LEONARD, EDITH м.; The Child at Home and School. New 


MILES, LILLIAN E.; and York: American Book Co., 1942. 
VAN DER KAR, CATHERINE S. 

17 PINTO, VIVIAN DE SOLA (Ed.) The Teaching of English in Schools: А 
Symposium. London: Macmillan and Со» 
Ltd., 1946, les 
Their First Years in School. Los aen 
County Course of Study. Los Ang 

H. A. Miller Co., 1939. 58 
19 STRICKLAND, RUTH G.; А Good Start in School. Bulletin No; 197: 


18 sHERER, LORRAINE 


ic 

REED, MARY D.; and Indianapolis: State Department of n 
LAUTHERBUR, ANNA P. Instruction, 1944. 

ia for 

20 STRICKLAND, RUTH с. English Is Our Language: Guide ЈА 


Teaching Grades I and II. Boston: 

Heath and Co., 1950. adet- 
21 WARD, WINIFRED Playmaking with Children, from pn 

garten to High School. New a з 

Appleton-Century Co., Inc., 1947. 


ZEE 


Individual Development 
and the Language Arts 


makes man different from 


the animals grows out of his ability to make meaningful noises 
and meaningful scratches on paper. To be able to listen and 
Speak, read and write, is to have a part in the pooling of one's 
Own experience in the great co-operative store of knowledge 
and experience which belongs to all mankind (4). Parents and 


teachers share a small portion of this accumulated knowledge 
of concrete, first- 


With children orally and through the provision 
hand experiences. Children are taught to read and write so that, 


through the use of commonly accepted written symbols, they 
sts and knowledge. They 


can be helped to extend their intere 
Can learn to lay hold on what they need of the mass of experi- 
€nce which comes as à free gift to each of them. Through shar- 
ing and interaction, children come to recognize the social nature 
ч language and аге made ready for the cultural and intellectual 
Co-operation which is, or should be, the working principle of 


all human living. 


Most of what 


am RESPONSIBILITY OF THE ELEMENTARY SCHOOL 

The schools have always assumed responsibility for the de- 
Velopment of language though the methods, materials, and 
emphases have changed greatly from time to time. Research 


has added new knowledge of the way the human mind de- 
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velops. Case studies have impressed upon teachers and leaders 
the close relationship between language and all aspects of 
mental, emotional, and social development. Increased under- 
standing of group processes from the intimate social group to 
the national and international level has served to emphasize 
the significance of language in all forms of group interaction. 
The tremendous increase in the sum total of human knowledge 
which has come about in recent years has made the signifi- 
cance of vicarious learning stand out clearly. The increased 
demands which modern life makes on the individual has made 
ability to communicate outstandingly important. 

During the early part of the century elementary schools were 
silent schools. The teacher who could boast of a room in which 
one could “hear a pin drop” was proud of her “discipline. 
Each child worked separately and silently. It was illegal for 
children to speak to each other even in a whisper. Written com- 
munication by means of notes brought dire consequences in 
many classrooms. “Language” was a "subject" which occupie 
its little niche in each day's program. Even here there was по 
real communication; lessons were formal and teacher directed. 
Children were called on for brief oral or written compositions 
on subjects which meant little or nothing to them or they stud- 
ied letter writing or grammar completely divorced from actual 
use. Only a few years ago some young student teachers visite 
a first grade in a large city school system to observe work in 
the language arts. The children sat rigidly in their seats with 
hands folded on the desks while the teacher showed them two 
colored pictures cut from magazines. To lead them to accept 
her standards, the teacher said, “One of these pictures is for 
the little boy who does not talk today. The other picture is for 
the little girl who does not talk today.” Later in the morning the 
teacher attempted to demonstrate for the students a language 
lesson in which the children were to tell two or three complete 
sentences each about some pet at home or in the neighborhoo 1 
The results of her efforts were discouraging. The children coul 
not learn the lesson emphasized in the presentation of the pic 
tures at one moment and speak freely and spontaneously ne 


next. It is not possible to turn on and off the spigots of a childs 
thinking at will. 


Indivi 
ndividual Development and the Language Arts 437 


oor m such procedures re- 
ры а on, adio, motion pictures, and television 
а е importance of good speech. The group processes 
hee Seg, planning, and working together which are being 
Bits и and more in our way of living call for ability to 
the de un quickly and well in situations which call for 
Sene ing of minds. The complexity of life and the demands 
Чаў b pru make all of the language arts essential for 
DANN A ay ivineg, These social forces and many others have 
experie пон $ aware of the fact that all aspects of growth and 
ow is are interrelated. It is no longer possible to think in 
Thel, of isolated skills to be taught by meaningless repetition. 

anguage arts are a part of all experience of whatever kind. 
Пени deeply rooted in the whole of human be- 
ae 2 that it is difficult to estimate all its functions clearly. 
ко "d of goals toward which the school directs its language 
Sob. ogram serves as goals for the entire educational program. 
NM communication and experience are the means to educa- 

and neither functions without language, then language 


goals and educational goals are one and the same. 


GUAGE ARTS PROGRAM 


DE 
SIRABLE OUTCOMES OF A LAN 
ch the elementary school 


These are the basic outcomes for whi 


Strives; 
ils ; Met - 
Effective use of language for communication and for the give 
and take of social experience 
chool, and community living 


2 
* Successful adjustment to home, 5 
and 


З. А sense of security and adequacy 
emotional stability 

E Growing intellectual curiosity together with intellectual initia- 
tive to follow through to satisfying €n 

5. Effective habits of work and а sense 
for achievement 

6. Mental maturity commensurate with age and physical maturity 

4 Sensitivity to the feelings, needs, and contributions of others and 
à sense of social responsibility I 

3 Understandings and techniques for effective partici 
Broup life. 


which results in mental 


s 
of personal responsibility 


pation in 
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кх... Р ; i ica- 
9. Discriminating and intelligent use of mass media of communi 
tion 


. A personal sense of values and maturing moral perception 


11. Growing appreciation and enjoyment of worthy personal inter- 
ests 


. An enlarging concept of and allegiance to the basic iac v 
processes of democratic living both for their own immediate 
Society and for the whole world | 

5їпсе {һе elementary schools work with nearly all the chil- 
dren of all the people they have greater opportunity for кейе 
ing these outcomes on a wide scale than has any other leve 
of the educational ladder. It requires skill and insight to under- 
stand today's children and their needs, and elementary teachers 
are forever striving to attain the insight and resourcefulness to 
do a more effective and constructive job. 


STUDYING INDIVIDUAL GROWTH 


The language of an individual is in a very real sense the 
mirror of his personality. A child's spontaneity in the use of 
language is an indication of his feeling of security. The spon- 
taneity, fluency, and control he shows in his speech indicate 
quite clearly how well his growth is progressing. The ease of 
his weaning from the security of home and mother and his ad- 
justment to the life of the school determine his attitude toward 
the school and the quality of his learning. His speech reflects 
the normality of the weaning process. The well-adjusted child 
uses speech freely and with confidence. 

Studying the language growth of an individual child is really 

tudying the child as a whole. This cannot be done through 
pencil and paper tests, either of the standardized variety OT 
teacher-made ones. The most that tests can show is response to 
arbitrarily selected items of knowledge or skill and that is usually 
based largely on memory. Many a child can fill in blanks prop- 
erly, then misuse the same items in practical situations. He € 
learned what responses to make in the pencil-and-paper-tes 
situation but not the responses to make in the real life me 
tions. The two are not the same. Studying the child's ртом 


in language means studying his behavior in all types of 
situations. 
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Sensibly handled sociometric studies reveal a child's place in 
the social group and the acceptability of his behavior to other 
children. This knowledge to be of value must be followed by 
intensive study of the child’s behavior to learn what attracts or 
repels other children and why they respond as they do. All be- 
havior which a child manifests is caused by experiences and 
attitudes which operate in the life of that child. One child may 
be silent and withdrawn because he has had little experience 
with children and is so sheltered and dominated by his mother 
that he has no techniques for participating with other children 
in play or work experience. Another child may be unacceptable 
to other children because his experience has caused him to use 
language aggressively and unpleasantly in order to gain his way 
or to hold his own with other people. Perhaps a speech defect, 
poor or different clothing, a foreign accent, or different home 
standards and demands cause him to be isolated from the group. 
Not until the teacher is fairly clear as to the cause of the child’s 
problems can she give him the guidance and help he needs. 

Anecdotal records, kept in any one of a variety of ways, help 
the teacher to study a child’s development and his learning 
problems. Some teachers keep a loose-leaf notebook with an 
index tab for each child. When an incident occurs which is 
significant the teacher jots down just enough at the time to 
recall it, possibly only a word or two, then places a Pedes 
the page so that she can complete the brief sketch of the in- 
cident when she has more time after school. Other teachers 
jot notes on slips and put them into a file or аргана P 
lopes. Any method of recording which carries Е ааб 
values for the time spent is clearly the best me ий ш һе 
teacher to use. The accumulation of incidents and ney 
paint a picture of a child which might с A e ial ge 
Warped out of proper proportions by the teach 


tional т ase to the child. " 

Elan tns Sinal teachers need to become pom: in pos 
ducting conferences with individual pue. en E. 
minutes with a parent sheds a great deal of ГЕ ht = a м 
problems. Perhaps the parent explains some о t и с i ы 
ground of physical development or of home = ze g up 
experience and aids the teacher in interpreting 
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sponses. Sometimes the parent’s own attitude toward the chil 
ма as а part of i am of the child's difficulties. а 
are many instances in which it is practically impossible to : ү 
nose the problems a child presents without Е: | 
home. There are few problems of a serious nature which c 
be solved without parent-teacher co-operation. "v 
Keeping a file of children's written work also helps pir mee] 
of individual growth. Children like to put away in large fo == 
portfolios, or envelopes, samples of their practical and crea id 
writing. Often a child will bring to the teacher кшш, 
has written and compare it with his earlier work anying app 1 
“Look! This is the way I wrote last fall. Don’t you think n > 
doing lots better now?” or “This is the best report in my fo Е 
I want to show it to my mother the next time she comes 
school so she can see how much better I’m doing. Lie 
evaluate their own growth quite frankly and accurately pee 
they are encouraged to do so. The evaluation which follow 


was written by a fifth grade pupil of the Indiana University 
Laboratory School. 


A STORY ABOUT MYSELF 


Iam ten almost eleven years old and I am getting on pretty we 
Тат usually on time for school but sometimes I just barely m дп 
it. I have been late about three or four times this year. The ems 
I am late is that I usually ride with my girl friend in fourth gr 
and sometimes we don't go till 8:25. friends 

Some children I like and some I dont like. Most of my 1 ke bute 
are in other grades. I try to be friendly with those I don’t li 1 try 
I really wish they'd either make friends or leave me alone. fa 
not to be selfish but I think I ama little bit. At home I pui. 
asking for the biggest and most of things. I am going to try ++ а 

There are some subjects which I am not interested in. ч у EA 
pay attention but sometimes it's hard. I mean to try har ‘ding, 
this too. The subjects I am most interested in are spelling, rea 
and interest groups. а 

Тата pretty good student in arithmetic, spelling, reading all 
music. I think I am good in arithmetic because I usually ge aoe 
the problems tight and they are very easy for me. Though it saat 
my favorite subject arithmetic is quite interesting to me ex tion 
When the problems are too easy. I' think I could do harder fer ae 
problems and I would like to learn how to add and subtract un 

ractions, 
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I think I do well in spelling because I usually get all the words 
right. When I have had no time to study I miss about three or four. 

I have always been pretty good in reading because I learned to 
read when I was five years old. I like to read very much. 

I think I sing pretty well in music and co-operate pretty well too. 
I enjoy singing a lot but I would rather sing in the music room than 
our room because I like to sing better when I sing with the piano. 

I think I need to improve on Social Studies and studies where 
we have discussions. I try to pay attention and I usually succeed 


but sometimes it’s hard. 
Joan 


Experience in self-evaluation helps to build pride in achieve- 
ment and confidence that there can be more achievement. 
Confidence is memory of past successes. The child who sees 
himself growing and finds satisfaction in that growth is con- 
fident that he can press on to ever higher goals. 


LANGUAGE AND INTELLIGENT BEHAVIOR 

The one true aristocracy in the English-speaking world is the 
aristocracy of brains, of thinking; and language expresses and 
reflects thinking (9). The training of the higher mental proc- 
esses should be a part of the language arts program from kin- 
dergarten through college. The mental and linguistic life of the 
child should be a steady upward progression if education aa 
anything at all. The development of language is так е 
development of mentality. One might say that inte ae is 
merely the soil in which the language function grows. The a 
cept of intelligence is meaningless except when expresse 
terms of intelligent behavior. | 

If children c to develop the ability to think and to behave 


intelli riences which are planned 
intelligently they must have ap cem: 


toward this end. Language cann ; 
ence in concrete beris but it should be used " ч types A 
concrete situations. Horn has said that any use of ora rd =e 
ten symbols, no matter how abstract, should P Vu vin e 
experience in a gapless chain, every link of w ic ce a 
ing clearly established by reference to experience А 

st and most mature of 


doubtful whether any but the brighte: matur 
Eod oue а children are capable of entertaining ideas 


which are completely divorced from their usual concrete set- 
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tings and recognizing the application of those ideas in ен 
miliar settings. This capacity belongs to the mature mind. W es 
children are faced with the task of formulating ideas -—- 
the medium of language alone and from an inadequate back- 
ground of experience their ideas are inevitably vague and me 
accurate. If they then go on from year to year fashioning ее 
ideas from the unsatisfactory ideas of the year before, little = 
intellectual development can take place. Language баш 
mirror reality for children. Talking or reading about a eee 
an airplane cannot give the child the experience of the flig i 
the flight is so much more than anything that can be said or 
written about it. More attention to the real significance of ba 
content children are studying would do much to offset verba Í 
ism and prevent the inadequate and erroneous ideas children 
so frequently form. , 
Behavior and understanding are closely related. Clear pus 
are the outgrowth of opportunity to think through and teo 
experiences. Thorough understanding of the facts and шир. 
cations of one’s behavior tends to result in reasoned choices ап 
sensible behavior. The human being, even in his less mature 
stages, is a rational individual. He is interested in seeing things 
as they are, in accepting cause and effect relationships which 
he can understand, and in acting constructively. Learning to 
think and reason brings with it a sense of power which a 
greatly to the child’s security in a complex and confusing world. 


EVALUATING THE LANGUAGE ARTS PROGRAM 


Evaluation is an integral part of the language arts pa 
it is not an activity engaged in periodically to check on learn 
ing. The efficiency of teaching and learning in any school m 
be roughly gauged by the extent to which language grow 
keeps pace with practical skill and experience. па 

The test of anyone’s use of language, be he adult or ү 
lies in the answer to the question, Does the language meet t T 
needs of the individual and fit satisfactorily into the social "ü H 
ting in which he operates? If in addition to being adequate, к 
use of language can be stimulating, interesting, and pleasant 
original and creative, so much the better. Adequacy of spee¢ 
for the elementary school means the level of informal, everyday 
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speech used by respected people, the accepted use of the term 
“colloquial.” Adequacy of written language calls for reasonable 
conformity to accepted patterns of practical writing so that 
others may read and understand with ease. 

During the course of a year there will be many occasions 
when the teacher and children will pause to evaluate their 
language growth. A child or the teacher may call attention to 
the efficiency with which business has been transacted in a 
planning session. “Did you notice how rapidly we took care of 
plans today? Let's think what made this a good planning pe- 
riod.” “Yes, we stayed right on the track and many people gave 
us good ideas. We listened to each other so carefully that there 
was no repeating and we could think quickly. Now we know 
just what we are going to do and have plenty of time to carry 
out our plans.” Or there may be evaluation of progress reports 
made by the children. The teacher turns the group's attention 
from what is being reported to the way the reports are being 
given. She asks, “Now that we have listened to several reports, 
let's see what suggestions we can make for good reporting. 
What do people need to know? How can we tell it to them 
clearly and without taking too much time for talking? Sup- 
pose we list the good points you have made. First, we need to 
be reminded of the problem you are working on. Next, we need 
to know just how much you have accomplished. And last, we 
need to know what you plan to do to complete your work. If 
you need our help, explain your difficulty or ask your qui 
clearly. Clear thinking saves time and helps us to шин 
just where we are in our work.” There will be times when the 
group will list definite standards on chart m Lp x 
check their performance against their standards. S d "d 
analyze what makes good oral reading, ог what one shoul zy 
to keep in mind in contributing to discussion or In uc > 
business letter. The procedure is always i pase опе‹ Sonde 
dren are not made to feel that they have failed or that they are 
completely satisfactory but that every wise person has goals 
on ahead toward which he is striving. Children can learn to 
analyze their own strengths and weakn 


esses in a thoroughly 
objective manner and without feelings of guilt, embarrassment, 
flation of ego- 


or unwholesome in 
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Emphasis on individual needs and individual growth helps 
children to see that all people have strength that can be drawn 
upon as well as weakness that needs to be built up. They learn 
to respect and like people for what they are and to take genuine 
interest in their achievements. Children who are themselves 
guided in this manner are quick to note the improvement in 
others and are spontaneous and generous in their approval of it. 
Genuine friendly interest in each other's growth provides in- 
centive for further growth because children value the opinions 
of their peers (13). 

Growth and improvement in the use of language is more 
dependent on inner motivation and desire to improve than it is 
on actual teaching. If a child who comes from a home in which 
he has learned poor usage is quite satisfied with that usage 
and feels no personal need to improve it there is little that the 
teacher can do. True, he may learn enough to give the right 
answers when they are called for but he goes from the class- 
room straight to the playground and uses the forms he is ac- 
customed to accepting. If the child sees value in improving and 
wishes to do so he may leave the elementary school with lan- 
guage of appreciably higher quality than that of his home or 
neighborhood. Since individual motivation is so vital to prog- 
ress, the real test of a good language arts program lies in the 
quality of inspiration it affords the child for his own self- 
improvement. 

The purpose of any good evaluation program in the elemen- 
tary school is to find what each child has achieved and what 
he needs help with. Rating of children is not the school’s func- 
tion but rather the development of children. Rating, as it has 
been used in the schools, has often been devastating, tearing 
children down rather than building them up. A good evalua- 
tion program centers its attention upon constructive guidance 
at all times. 

Children are encouraged to keep a list of the books they have 
read so that the teacher may guide their reading. Conversation 
while the book is being recorded is usually all that is necessary 
to judge the quality of comprehension the child has brought t° 
his reading of it. Reading is evaluated in a variety of ways put 
in the end quality which serves the individual’s needs and meets 


Individual Development and the Language Arts 445 


the needs of the social situation is satisfactory quality. Hand 
writing, spelling, usage, vocabulary, even dramatic ee т у 
Чоп are evaluated co-operatively by the teacher and dc. 
vidual or group concerned, and always in terms of the pu ad 
the effort and attitude the individual displays, and the ce 
needs that are manifested. Evaluation and guidance go together 


at all times. 


INTERPRETING THE SCHOOL'S EFFORTS TO PARENTS 
Many parents are bewildered and confused by the changes 
that have taken place in the teaching of the language arts in 
the elementary schools. They remember schools in which there 
were daily drill periods in penmanship, assigned lessons and 
tests in spelling, and daily periods for phonics, word drill, and 
reading from readers. They recognize the need for language 
develop them. When- 


skills and fear that their children may not 
f the schools 


evel one hears of an outburst of parental criticism 0: 
it is usually based on the “failure of the schools to teach the 


ed in the response made by a 
She said, “When I graduated 


from high school more than thirty years ago there were twenty- 
one of us in the grad Jation of the little 
town I lived in has not changed greatly sin 


and spell as we 
e answer is Very important. 


s have assume 


each child to attain the highest possi 
formance of which he is capable. Children who present learn- 
ing problems are studied, their problems 
ance is planned to meet their nee 
no child is allowed to fall by the way: 
learning program because he ditters from the majority in his 
needs, In a democratic society every individual child is con- 
pest that can be done for him. 
Additional nu in ability and need are 
have been taking place 


not the only reasons for the changes that 
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in educational philosophy and in teaching procedures, nor do 
they constitute the most important reasons. The basic factor in 
the changes that have taken place is the fact that more is known 
about how children grow and develop than was known even a 
few years ago. Studies have been made also of the language 
needs of adults in day by day living so that school people have 
clearer concepts of what children ought to learn in the ele- 
mentary school as well as how they can best learn it. 

Changes in educational practice are not the result of the 
whims of leaders who sit at college desks thinking of new and 
different things to do. Schools and educational programs be- 
long to and exist for parents and their children. School people 
are the designated agents who carry out the school’s function. 
There would be no teachers, supervisors, administrators, nor 
colleges for teacher education if there were no children and 
youth who needed to be served. All of those positions exist 
because young people need to be helped to get ready for active 
participation in adult society. The primary job of education is 
that done by teachers with children. All other workers in the 
educational group are employed to facilitate this basic service- 

It is the task of educational leaders to be forever studying 
society and its needs. They have studied problems of juvenile 
delinquency and have come to realize that the great proportion 
of delinquents tend to be young people who did not like school 
and who felt that the schools were not giving them what they 
wanted and needed. A child who feels secure in the knowledge 
that he has a real place at school, and that others care about 
his progress is not apt to become delinquent. If the work chi 4 
dren do at school seems real and vital to them because it fits 
into their out-of-school as well as in-school experience they are 
eager for more of it. Children like to feel that they are growing 
in ways that seem important to them. A program of educa 
tional experience that is geared to their needs and that pro 
vides really valuable and life-centered experience will always 
catch and hold their interest. 

Leaders have looked also at the crowded mental hospitals of 
our country and have learned from the psychologists and psy- 
chiatrists that most cases of maladjustment can be traced bac 
to the early home and school experience of children. They have 
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learned that the best insurance known for wholesome mental 
stability is a happy, well-adjusted childhood. They have learned 
too, that children are happy and that they work hard and fruit- 
fully when their experiences are meaningful and vital to them 
and adjusted to their background, their ability, and their pres- 
ent needs. Children lack the maturity to think in terms of long- 
deferred goals. That ability comes only with maturity. Every- 
one who has watched children work to achieve ends that are 
important to them — learning to ride a bicycle, making a model 
airplane, building a playhouse, putting on a circus — knows that 
children are not unwilling to work. But the work must have 
meaning to them now, as they do it. Children are sensible and 
reasonable persons; they want what they do to make sense and 
they want to perceive its values now, not when they are grown. 

Teachers and all others in the educational family need to give 
a great deal of thought and attention to helping parents under- 
stand the changes taking place in schools and the reasons for 
them. No one can interpret to others what he does not himself 
clearly understand and appreciate. This fact places on all who 
work with and for children the obligation to study the changes 


n life outside the school. They need to study the re- 


nal literature which offers new knowl- 
o changing needs. 
ful thought to ways of work- 


going on i 
search and the educatio 
edge and guidance in adjusting t 

Many teachers have given care 
ing with parents and helping them to understand the program 
of the school and have devised highly satisfactory methods for 
home and school co-operation. Some teachers, especially of 


kindergarten and first grade children, are holding individual 
f each child before school opens, 


conferences with the parents о с 
becoming acquainted with the parent, learning something of 
the background and the interests of the child, and inviting the 
parent to come to school frequently to observe and participate. 
Introductory conferences are valuable to both parent and 
teacher and form a good basis for later co-operation. 


Teachers have found it worthwhile to invite the parents to 
visit school, a few at a time, at least once during each semester. 
Notes are sent home in September telling of the plan and en- 
couraging the parents to visit at other times as well, because 


the school welcomes their interest. The notes which bear the 
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special invitation for a half day of visitation are signed by the 
children and each child takes great interest in seeing to it that 
his mother accepts the invitation or arranges to join a later 
group if the time set is not convenient. On the day of visitation, 
the mother may come to school in the afternoon with the child. 
The program for the session is just the regular work which 
would be going on were the parents not there except that some 
morning activities may be transferred to afternoon if the chil- 
dren wish to do so. When the session is over, upper grade boys 
and girls take care of any children who must wait at school for 
their mothers. An older child brings in a teapot of hot water 
with tea bags and wafers and the teacher and the mothers 
arrange for tea very informally and begin their discussion in 
thoroughly relaxed and friendly manner over their teacups. The 
teacher explains the purpose and values she sees in what the 
children have been doing and how it all fits into the total pro- 
gram. Parents are encouraged to talk freely and to question or 
challenge as they wish, but to think of the program for the 
group as a whole as well as for their own individual child. 
Conferences which take the place of written reports to the 
home offer opportunity to explain the work of each child and 
to interpret it to the parent. Many teachers feel that such con- 
ferences have great value to them as well as to the parents. 
Rating and comparing children achieves little that is of value 
and is often devastating in its effect on children. Conferences 
with parents center attention on the individual child, his 
strengths, his interests, his needs, and the ways in which home 
and school can work together for his best good. There are по 


rigid grade standards. Parents are helped to see that learning - 


is a continuous process which goes on throughout life. 

The home, the School, the church, the community and all of 
society are the child's teachers. The number of hours per year 
that the school works with the child is small indeed compared 
with the total in which he is influenced by other educative 
forces. Conferences between parent and teacher help to ana- 
lyze the influences operating on the child both in school and 
out, and to plan constructively for the child's welfare. More- 


over, these conferences help to weld the school and the home 
in better relationships. 
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A LIFETIME PROCESS OF GROWTH 

| In an article in The Atlantic, Carl Sandburg says “All my 
life I have been trying to learn to read, to see and hear and | 
write. '* Speaking of his five years of work on his first novel he 
continues, “... I [am] still traveling, still a seeker. I should like 
to think that as I go on writing there will be sentences truly 
alive, with verbs quivering, with nouns giving color and echoes. 
It could be, in the grace of God, I shall live to be eighty-nine, 
as did Hokusai [the great Japanese artist], and speaking my 
farewell to earthly scenes, I might paraphrase: ‘If God had let 


me live five years longer I should have been a writer." 
It is exciting and challenging to realize that there is no end 


point in the development of the language arts. It is the school's 
task to sharpen the child's interest, to develop functional skills 
which he knows how to use effectively in the many types of 
situations which he encounters in day by day living, and to 
motivate him to be “a traveler and a seeker," seeking to do what 
he does not only adequately but artistically as well. 

The basic impulses of man have been described as two in 
number, the possessive impulse and the creative impulse. The 
possessive impulse tends to concern itself with the acquisition 
of material things and with power over others, and is a source 
of conflict and disharmony among men. This impulse is respon- 
sible for the hidden poverty of our lives, outwardly rich but 
starved within. The creative impulse, which is concerned with 
making and doing, gives direction and meaning to our activi- 
ties and transforms life into an art (6, р: 231). Akin to that 


impulse and probably a part of it, though it appears to be lack- 
he desire to acquire knowledge and 


ing in many people, is t 
skill to build up oneself and to enlarge and refine one $ method 
of thinking and operating, both for self and for others. 

The framework of our system of education has been fashioned 
by the society which it serves. The virtues and the deficiencies 
of that society have been accepted on equal terms. Some think 
of our schools as fostering the possessive impulse to the exclu- 
sion of the impulse to be creative. * . ; the American child 
breathes with the American air the ambition to acquire and 
• Carl Sandburg. Complete Poems: Harcourt, Brace & Co., Inc., 1950, 
Preface. 
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hold his share of the good things of the earth” (6, p. 282). The 
creative impulse is present in the child also but it needs oppor- 
tunity, encouragement, and guidance for growth. 

Since schooling occupies so little of a lifetime and all the 
rest of his growth one must achieve under his own power, per- 
haps the greatest service a teacher can render a child is to 
build up his self-respect, his sense of obligation to himself, and 
his sense of inner power to achieve. This may be what was in 
the mind of Jesus when he gave his followers the injunction, 
"Thou shalt love thy neighbor as thyself.” The person who 
holds himself to a high standard usually does it for the sake of 
others as well as for himself. The social implication is not lack- 
ing and the creative possibility is there also. 

This mid-century period is a period of transition. Many 
things that make up life are in flux. Not only are maps being 
changed, national boundaries erased, old cultures and forms of 
government dissolved, but whole peoples are faced with basic 
changes in their patterns of behavior, ideals, and standards of 
morality. If teachers could give to children some experience 
with the artist's way of working, some desire to go beyond what 
is practical and essential to security and prosperity, perhaps 
that experience would be the most valuable preparation for the 
drama of living. Classrooms should not be made into factories 
for pouring knowledge and skills into children as into rows of 
empty cups. Classrooms should be made into workshops and 
studios where children seek creatively and co-operatively for 
experience and learning. Perhaps such an approach would help 
to solve some of the social ills of this period. This generation 
of children must rebuild and reshape much that is crumbling 
and out of order in the world and the schools must prepare 
them for that rebuilding. Little that appears solid and immov- 
able can be depended upon to remain so. Children must be 
taught how to learn and grow, how to stretch on tiptoe to higher 
achievement, greater satisfactions, more worthy goals. 
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D’Evelyn, Katherine E., 451 

Deviation, from normal development, 
202; defective speech, 209-214; 
environment and experience, poor, 
207; foreign background, 216-218; 
linguistically gifted child, 202-205; 
mentally retarded child, 
phiysioally handicapped child, 
216; slow starter in language, 205- 
207 

Diaries, 325 

Dictation: first step in written lan- 
guage, 275, 9776; of poems, by chil- 
dren, 282, 286-289, 294-297, 335- 
336; teacher as scribe, 979-282; with 
copying, 276, 282-283 

Dictionary, use of, 237 

Differences, individual, 113-114 

Directions, giving and following, 190 

Discussion: in primary school, 139, 
142; in social studies, 177-178; pur- 


d, 210- 
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poseful, 186-188 

Dispute, early form of socialized 
speech, 26, 27 

Dolch, Edward W., 231, 238 

Dollard, John, et al, 13, 90 

Dramatic play, 84; as speech stimulant, 
96; child as doer, 432-433; chil- 
dren’s theater, 431-432; democratic 

rocedures in, 427-428; described, 

417-418; human behavior and mo- 
tivation, 428-429; individual and, 
426-427; of five-year-olds, 107; of 
school-age _ children, 418-421; of 
three-year-olds, 99; older children, 
425-426; pantomime and shadow 
play, 431; primary school, 422-425; 
puppets and marionettes, 429-431; 
verse choirs, 433-434 

Drawing, 96 

Drever, James, 235, 238 

Duff, Annis, 414 

Duncan, John, 393 

Durrell, Donald D., 195, 246, 270 


Eaton, Anne Thaxter, 414 

Eckerson, Lois D., 229, 230 

Egocentric speech, 24, 25 

Elementary school: evaluation of Јап- 
guage program, 449-445; responsi- 
bility of, in language arts, 435-437 

English: our language, 6; its place in 
world affairs, science, and culture, 
6-7, 30, 156; its inconsistencies as 
product of history and growth, 6-7; 
‘American forms differ from English, 
30; teaching of, 156-157 

English Is Our Language: Guide for 
Teaching Grades I and II (Strick- 
land), 152, 155, 219, 276, 286, 308, 
416, 484, 444, 451 

English language, 6-8; American forms 
differ from English, 30; the teaching 
of, 156157 — . 

Enunciation, in primary school, 146 

Environment: language development 
and, 216-218; influences of, on lan- 
guage development, 52-53; intelli- 

ence and, in speech development, 

87; poor, handicap of, 207; suitable, 
for language growth, 167-171 

Erikson, Erik Н., 18, 90 

imary grades, 105; in 


Evaluation: in pr 
social studies, 178-179; individual, 


by children, 440-441; of language 
program, 442—445; teaching and, in 
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intermediate school writing, 328-331 

Experience: as factor in mental devel- 
opment, 38; dramatic play, 84; in 
creative expression, 289, 291-299, 
294-297; in kindergarten, 111; lan- 
guage and, 19-21, 24-25, 82-85, 
273-274, 311-314; meager, handi- 
cap of, 206; sharing, through con- 
versation, 184-186; vicarious, 21, 
395-396; vocabulary building and, 
235-236; with children, learning by, 
104-109; with things, learning by, 
101-104 

Explaining, in primary school, 142 

Exploration, manipulative and verbal, 
31 

Expression, intermediate grade interest 
in, 164. See also Creative expression 


Falk, Ethel Mabie, 393 
eelings: communication through, 17— 
18; development of, 839-40; relation 
of, 37-38; varieties of, 38 

Ferebee, June, 273, 274, 292, 306, 311, 
821, 326, 341, 366 

Fernald, Grace M., 271, 341 

Films, use of, 194 

Finger plays, 85, 98, 417 

First words, 75-76 

Fisher, Mary S., 42, 52, 66, 81, 90 

Fitzgerald, James A., 231, 239, 341, 
379 

Five-year-old: experience with things, 
104; in kindergarten, 100-101; social 
development, 106-107 

Florida State Department of Educa- 
tion, 155, 159, 164, 178, 189, 190, 
434, 45] 

Folger, S., 394 

Foreign background, problem of, in 
language development, 216-218 

Forkner, Hamden L., 197, 364, 415 

Foshay, Arthur, et al, 196 

Foster, Josephine С., 96, 98, 99, 100, 
104, 106, 110, 114, 421, 434 

Four-year-old: experience with things, 
104; social development, 106 

Fox, Lorene К., 195 

Frank, Josette, 411, 412, 414 

Freeman, Frank N., 362 

Friendships, within 
tion, 171, 172, 178 

Fries, Charles С. 271 

Frogner, Ellen, 807, 342 

Frost, Robert, 402 


school organiza- 


Gans, Roma, 414 

Garrison, Charlotte G., 110, 114 

Gates, Arthur I., 231, 239, 273 

Gesell, Arnold, 26, 32-34, 39, 42, 66, 
88, 90, 98, 114, 154, 196, 307, 415 

Gifted child, development of, 201, 204 

Girls, growth in language development, 
< 1 d intel 

Goals, of language: clearness and intel- 
ligibility, as, easy use, 136-139; 
occasion and need, 149-151; origi- 
nality, 151-152 

Goodenough, Florence L., 35, 38, 42, 
80, 90 

Goodrich, Bessie B., 306 

Grade placement of words, 381 

Grading, 330-831 } 

Grammar: American and English, 30; 
formal, 358-359; functional, 356- 
358; teaching of, 347-356; usage, in 
primary school, 147-148 

Gray, Louis H., 30, A 

Gray, William S., 41 

Growth: in use of language, 442-445, 
447-448; language and: aptitude, 
linguistic, 47-48; bilingualism, 53— 
56; in infants, 72; intelligence and 
language, 46-47; motivation and 
growth, 49-50; personality develop- 
ment, 56-58; relation of, 45; sex 
differences, 51-52; socioeconomic 
Status, influence of, 52-53; twins, 
singletons with siblings, and only 
children, 50-51 f 

Growth gradient charts, Gesell’s, 42 

Guidance, verbal, 94-95 


Handedness, relation of, to speech, 211 

Handwriting; cursive, 361-362, 385; 
individuality in, 860-361; legibility 
and speed, 362; manuscript, 361, 
385-386 

Harris, Albert J., 247, 271 

Harrison, Lucille, 271 

Hartman, Gertrude, 307, 342, 434 

Hatfield, W. Wilbur, 154, 196, 807, 
342, 434 

Havighurst, Robert J., 18, 90 

Hayakawa, 5. I., 181, 435, 451 А 

Headley, Neith E., 104, 107, 110, 114, 
422, 434 

Heck, Arch O., 218 

Heffernan, Helen, 154 

Henry, George H., 44, 46 

Herrick, Virgil E., 43, 154 


Index 


Hersey, John, 256 

Hildreth, Gertrude, 155, 181, 196, 218, 
225, 233, 239, 307, 311, 342, 366, 
415 

Hilliard, Pauline, 196 

Home language, 30 

Hopkins, L. Thomas, 18, 90 

Hoppes, William C., 307 

Horn, Ernest, 231, 239, 379, 441, 451 

Horn, Madeline Darrough, 228 

Huber, Miriam Blanton, 416 

Hudnut, Joseph, 449-450 

Huggett, A. J., 195 

Hughes, Virgil H., 43 

Human relationships: function of lan- 
guage in, 30; in easy use of language, 
136-188; language and, 28, 35-37; 
with peers, 39; within school organ- 
ization, 171-173 

Hurlock, Elizabeth B., 162, 196, 211, 
218 

Hymes, James L., Jr., 451 


Ideals, development of, 87-40 
Ilg, Frances L., 25, 33, 36, 38, 40, 42, 
66, 88, 89, 98, 99, 101, 115, 175, 195, 
297, 415 
Illiterates, in United States, 15 
Imitation: in early speech, 
learning forms of courtesy, 
learning language, 96 
Impulses, basic, 449 
Inconsistencies in English, 
270 
Independence, growth in, 38-39 
Individual child, the problem of, to 
diagnose and remedy, 25 
таа in use of language, 151- 
2 
Infants: babbling period, 74-75; com- 
munication, e forms of, 72-735 
comprehension, 82-83; crying of, 
70-72; experience, eagerness for, 85; 
growth pattern and acquisition of 
speech, 72-73; speech, 75; speech 
sounds, 74-75 
Intellectual curiosity, 32, 168 
Intelligence: environment an 
speech development, 88-89, 
guage and, 46-47 
Intelligence tests, as measure of lan- 
i guage development, sa " 
ntelligibility, i language: аг- 
ipio. in use O guag ae 


ticulation, 144-146; choice of wor 
6; grammatical 


5-76; 
149; in 


6, 7, 269- 


in 
lan- 


148; enunciation, 14 
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usage, 147—148; pronunciati 
To p ciation, 146— 
Interaction: dispute as form of, 26-27; 
in early speech, 25-26; social, 27-30 
Interests: dynamic, as requisite for easy 
use of language, 138-139; language, 
in intermediate grades, 163-167; in 
learning and achievement, 118; in 
radio and television, 117; in story 
content, 255; in working and achiev- 
ing, 10 
Intermediate grades, spoken language 
in: abilities and interests, 163-167; 
communication, 158-161; environ- 
ment for language growth, 167-171; 
language an all-day program, 182- 
185; listening, importance of, 160– 
161; mathematical thinking, 181- 
182; need for, 157-158; period be- 
fore school begins, 171; science pro- 
gram, language values in, 179-180; 
slang, 161-162; social studies and 
language, 171-179; speaking and 
listening: broadcasting, 192-194; 
conversation, sharing experiences 
through, 184—186; directions, giving 
and following, 190; essential skills 
for, 183-184; oral reports, 190-191; 
parliamentary procedures, 180; pur- 
seful discussion, 186-188; ques- 
tions, asking and answering, l 
190; radio, listening to, 192; social 
skills, 191-192 
International Kindergarten Union, 228 
International Phonetic Alphabet, 71 
Intonation, in speech of infants, 74-75 
Introductions, skill in, 191 
Invitations, writing, 150 


Iowa, University of, 71 
Irwin, O. C., 71, 72, 89, 90 
Isolates, problem of, in school group, 


136-138 

Jackson, Doris, 273, 274, 292, 306, 311, 
321, 326, 341, 366 

Jacobs, Leland B., 43 

Jar on, use of, 7 –78 


enkins, Francis, 27, 43 
Jenks, Gladys G., 44, 166, 196, 218, 


342 

Jersild, Arthur T., 18, 15, 40, 42, 48, 
57, 66, 80, 81, 89, 99, 115, 166, 196, 
218 

Jespersen, Otto, 12, 42, 75, 89, 144, 
155, 451 
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Johnson, Edna, 416 
Judd, Charles H., 71, 89 


Kaplan, Milton A., 197 

Kaulfers, Walter V., 356, 357, 366 

Kennedy, Arthur G., 220, 239, 345, 
362, 866, 441, 451 

Kindergarten: dictation by children, 
275; dramatic play, 418, 419, 492; 
five-year-old in, 99-100; language 
in, 109-114; reading not recom- 
mended, 111; vocabulary building, 
236. See also Nursery school and 
kindergarten 

Kirk, Samuel A., 218 

Kotinsky, Ruth, 13 

Kunhardt, Dorothy, 86-87 


La Brant, Lou, 196, 197, 218, 342, 416 

Laird, Charlton, 12 

Lamoreaux, Lillian A., 155, 416 

Landreth, Catherine, 115 

Lane, Robert Hill, 196, 307, 342 

Language: as means of operation, 135; 
elementary School, responsibility of, 
435-437; “evolution of, 74-75; for- 
eign, in home environment, 216-218; 
growth and change of, 234—235; in- 
dividual and, 435; individual growth 
and, 238-441, 442—445; intelligent 
behavior and, 441-449; learning, 
70-75; lifetime development, 449- 
450; program: desirable outcomes 
of, 437-438; evaluation of, 449-445; 
interpretation of, to parents, 445-448 

Late starters, in language, 47-48 

Lauterbur, Anna P., 155, 308, 416, 434 

Learning, language and: communica- 
tion through behavior, attitudes, and 
feeling, 17-19; concrete and ab- 
stract, in language, 23-24; elemen- 
tary school, language in, 40-42; ех- 
perience and language, 19-21, func- 
tions of language and speech, 15-17; 
gesture and facial expression, 16-18; 
thinking and language, 21-24 

Lease, Ruth, 434 

Lee, Dorris May, 155, 307, 342, 416, 
421, 434 

Lee, J. Murray, 307, 342, 421, 434 

Leonard, Edith M., 307, 416, 434 

Letter writing, 316-319; business let- 
ters, 319-32]; personal letters, 321— 
323 


Lewis, Morris M., 52, 75-76 
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Libraries: in school buildings and class- 
rooms, 244; introduction to, desir- 
able early, 267; use of reference 
books taught, 267 

Lisping, 210 9-0 

Listening: as aspect of communication, 
40; essential skills for: broadcasting, 
192-194; conversation, шш ех- 
periences through, 184—186; direc- 
tions, giving and following, 190; one 
of four ways of language function, 
116; stages of, 118; kinds of, 119; 
aids to, 121; preparation for, 121; 
ability, 125; oral reports, 190-191; 
parliamentary procedures, 189; pur- 
poseful discussion, 186-188; ques- 
tions, asking and answering, о 
190; radio, listening to, 192; socia 
skills, 191-192; summary, gem 
importance of, 160-161; in soip 
interaction, 27-28; intake aspect ck 
language, 185; skill in, 152-154; 
vocabulary, 223. See also Primary 
school, listening and speaking in е 

Literacy program, of armed services, 
15 


Logical reasoning, and scientific think- 
ing, 35 : 

Loquacity: of four-year-old, 99; of pre 
school child, 80-81 

Lorge, Irving, 227, 232, 240 

Lowenfeld, Viktor, 307, 342 


McBroom, Maude M., 197 

McCarthy, Dorothea A., 27-28, 40, Т. 
52, 68, 7З, 80, 89, 115, 235, 239, 4 

McCullough, Constance M., 416 

McKee, Paul, 197, 307, 342, 367 

McKim, Margaret G., 197, 343, 

Madison Public School, Curriculum 
Department, 341 

Маги бик, school or class, 328 

Make-believe stories, я 

Manuel, Herschel Т., 

Manuscript writing, 285-286, 861 

Marckwardt, Albert H., 366 

Marginal listening, 120 

Marionettes, 186-188 

Mathematical thinking, 181-182 m 

Mattson, Marion L., 96-98, 110, БЕ. 

Meaning: in reading and listening, a 
language as, 70-71. See also Sema 
tics 

Mearns, Hughes, 343 

Meigs, Cornelia L., 415 


Index 


Mencken, H. L., 12, 241, 367 

Mendenhall, James Е., 367 

Mental development, language and: 
appreciations, attitudes, and ideals, 
development of, 37-40; awareness 
of others, 25-27; cause-and-effect 
thinking, 34-37; conversation and 
communication, 26-28; dispute as 
early form of socialized speech, 26; 
human relationship, language in, 85- 
87; interaction, in early speech, 25- 
27; names, usefulness of, 24; orienta- 
tion in world of things, 30-32; self 
as point of reference, 24-26; social 
aspects of language, 28-30; space 
and time, concepts of, 33-35 

Mentally retarded child, problem of, 
206-209 

Methods, of teaching reading, 242 

Michaelis, John U., 197 

Miles, Lillian E., 307, 416, 443 

Miller, Neal E., et al, 18 

Milner, Esther, 67, 118, 129 

Misfits, problems of, in school groups, 
136-138 

Monroe, Marion, 155 

Motion pictures, 156, 166, 395, 432, 
437 

Motivation: growth and, in language, 
49-51; in beginning writing, 292- 
293; in dramatic play, 428-429; 
intermediate school writing, 315- 
316; in speech development, 75 

Motor control, development of, in in- 
fants, 72-73 

Mulgrave, Dorothy I., 186-218 

Murphy, Lois B., 306, 420, 434 

Muscles: control of, in infant growth 
pattern, 72-73; in human speech, 


74-75 


Names: of things, learning, 30; realiza- 
tion of usefulness ot, 24-25 у 
National Conference оп Research in 

English, 9 
National Council of 
lish Commission оп 
riculum, 48, 67,4 
National Education 
partment of Elemen 


cipals, 197, 342 
National Society for the Study of Edu- 


cation, 196, 218, 307, 416 | 
Need, factor in language behavior, 


149-151 


Teachers of Eng- 
the English Cur- 


Association, De- 
tary School Prin- 
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Needs, language, 198-199; defective 
speech, 209-214; deviation from 
normal development, 201; environ- 
ment and experience, poor, 205; 
example of teacher, 200-201; for- 
eign language problem of, 216-218; 
linguistically gifted child, 201-204; 
mentally retarded child, 206-209; 
physical handicaps, influence of, 
914-216; slow starter, 204-206; 
speech improvement, 199-200 

New words: new ideas, to express, 5-6; 
seven ways applied, 253; seven ways 
to recognize, 250 

Note taking, 324-325 

Notes, writing of, 150 

Nouns, in early speech, 80, 98 

Number, concept of, 38 

Nunnally, Nancy, 67 

Nursery rhymes, interest of two-year- 
old in, 98 

Nursery school; dictation by children, 
275; dramatic play, 422; vocabulary 
building, 236 

Nursery school and kindergarten, lan- 

age development in: experience 
with children, learning by, 104-107; 


experience with things, learning by, 
100-101; 


101-104; five-year-old, 
four-year-old, 99-100; individual 
differences, caring for, 113-114; 


language, 109-113; stimulation of 

language growth, 95-96; summary, 

93-94; teacher's example, 96-97; 

three-year-old, 99; two-year-old, 

97-99; verbal guidance, 94-95 
Nystrom, Ellen C., 364, 367 


Objectives, in teaching spelling, 371 

Occasion, factor in language behavior, 
149-151 

Ohio State University, 115, 191 

Olson, Willard C., 13, 67, 115, 155, 
197, 397, 416 

Omnibus words, 33 

Only children, language development 
of, 50-51 

Open-mindedness, 
179-180 

Opportunities, language: in kinder- 
garten, 110-114; in nursery school, 
109 

Oral expression, forms of, 151-152. 
See also Speaking, Speech 

Orientation: growth of, 37; in world of 


development of, 
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things, 30-32 


Originality, in use of language, 151— 


152 
Orphanage, speech behavior of infants 
in, 74-75 
Orton, Samuel Torrey, 211, 219 
Outlines: in intermediate grades, 191; 
usage, 357; writing of, 324 
Overstreet, Bonaro, 13 


Overstreet, Н. А., 314-315, 342, 416, 
451 


Pantomime, 431 

Parents: conferences with, 439-440; 
interpretation of language program 
to, 445-448 

Parliamentary procedures, 189 

Parts of speech, in early vocabulary, 
78-80, 98 

Patterns, of speech, influence of, 49-50 

Pearson, С. Н. J., 195 

Pei, Mario, 18, 42, 45 

Perry, Ruth, 18-49 
ersonality: and lan 
8; children's ability to analyze, 37; 
development of, 39, 56-58; in speech 
responses, 80-81; language as mir- 
ror of, 438-439; speech development 
and, 89. See also Behavior 

Phonetic alphabet, 370 

Physical handicaps, effect of, on lan- 
guage development, 214-916 

Piaget, Jean, 25-26, 34, 41, 87-88, 89 

Pickard, P. М. (Ed.), 415 

Pinto, Vivian de Sola, 190, 197, 342, 
367, 434 

Planning, in primary school, 140 

Play. See Dramatic play 

Playground apparatus, stimulation of 
social relations by, 96 

Poems, dictation of, by children, 282, 
286, 289, 294-297, 334-338 

Poetic expression, in intermediate 
grades, 834—338. See also Creative 
expression 

Poetry: enjoyment of, 402—405; four- 
year-old interest in, 100; in preschool 
years, 85-86. See also Verse choirs 

Pooley, Robert C., 220, 239, 367 

Possessive impulse, 494 

Preadolescent period, 39 

Precocious child, development of, 201— 
204 


Prepositions: in early speech, 80; use 
of, by three-year-old, 99; use of by 


guage, inseparable, 


two-year-old, 98 
Preschool years, language development 
in: association, conditioning, and 
motivation, 75; babbling period, 
growth in, 77-78; experience and 
language, 82-86; experience in talk- 
ing and listening, 122; first use of 
vocal apparatus, 74-75; first words, 
75-76; growth pattern, 73; handi 
caps, 88-89; remarks as measure о 
growth, 81-82; social development, 
86-87; speech and personality de- 
velopment, 89; talkativeness as index 
of growth, 80-81; vocabulary, 78-80 
Preston, Ralph C., 197 b 
Primary school, listening and speaking 
in: clear, intelligible language: ar- 
ticulation, 144-146; choice of words; 
148; enunciation, 146; grammatica 
usage, 147-148; pronunciation, 146- 
147; language, easy use of: aimon 
phere, 136; dynamic interests, 1: 
139; language at work: conversing, 
139-140; discussing, 140; explain- 
ing, 142; evaluating, 148; ope 
creative thinking, 143-144; р an 
ning, 140; sporting, 142; ШШЕ 
period, 142-143; so ving problem: : 
143; talking, 139; learning to listens 
152-154; listening, speaking, гас 
ing, writing, 135; occasion and не: 
145-151; originality, 151-152; rela: Е 
ation, orientation, and adjustment 
131-132; responsibility for, 18 
131; room arrangement, 132-18 
Primers, 249 Md in 
Printing, interest of four-year-old in, 
00 


Problems, of each individual сї 
257; solving of, in primary school, 
143 


Program: a good reading, 256; ао 
language in, 182-183; language: iu 
sirable outcomes of, 437—438; eva T 
ation of, 442-445; interpretation of, 
to parents, 445-448 

Pond: in early speech, A 
of: in growth of awareness, 8 E 
by three-year-old, 99; by two-yea 
old, 98 Я а 

Pronunciation, 359; American es 
English, 80; in primary school, 1 E 
147; of two-year-old, 98; region h 
differences in, 30. See also Speeca 

Properties, of common objects, learn 


— 
— 
= - 


Index 


ing, 30-32 
Psychological effects, of language, 30 
Punctuation, 363-364; awareness of, 
320-321; introduction to, through 
children’s dictation, 280-281 
Puppets, 420-431 
Pyles, Thomas, 13 


Quantity, concept of, 32 
Questions, asking and answering, 28, 
77-78, 189-190 


Racial group, language forms of, 30 

Radio, 117-118, 166, 395, 432, 487; 
listening to, 192; preparation of 
script, 328 

Ragland, Fannie J., 807, 340, 342 

Rankin, Paul T., 116, 119 

Rasmussen, Carrie, 415 

Reading: adults, in the lives of children 
and, 257; analytical and critical, 
268; aspect of communication, as an, 
40; books, in choosing for, 260; con- 
cept of, developed, 248; first books, 
249; guidance through, 268; helps 
needed in, 263-264; interest impor- 
tant in, 263; intermediate grades, 
163-164; intake aspect of language, 
135; know your children and books 
for them, 270; living, for fuller and 
better living, 243-244; motivation 
and guidance, 244-245; need for 
wide, 265; objectives in choosing 
books for, 260; pleasurable experi- 
ence in, 259; preschool instruction 
in, inadvisable, 111; primary school, 
189; problems of, 97; process of, 
247, 258; program, a good, for, 256; 
purposes of, 262; records of, 825; 
resources for learning, 267; stages in 
development, six, as: (1) the pre- 
reading stage, 945-247; (2) the 
beginning reading stage, 248-952; 
(35 the initial me endent reading 
stage, 952-957; (4) the transition 
stage, 263-265; (5) the intermedi- 
ate, low-maturity stage, 266; (6) the 
advanced stage, 266-267; success an- 
alyzed, 245-246; therapeutic value 
of, 408; tool, 261; vocabulary, 222 

Recording machines, 192 3 

Records, 324-325; anecdotal, of indi- 
vidual development, 439 

Redl, Fritz, 67 

Reed, Mary D., 155, 308, 434 
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Reese, Dora, 414 

Reform, spelling, difficulties in, 370 

Remarks, length and structure of, as 
measure of growth, 81-82 

Reports: in primary school, 142; oral, 
190-191; writing of, 325-328 

a ca activity, as speech stimulant, 

Rice, Mabel F., 318, 323, 342—343 

Rinsland, Henry D., 280, 231, 239, 867, 
879, 394 

Ritzman, Ruth, 44, 80, 89, 99, 115 

Roberts, Katherine E., 71 

Room arrangement: formal, 132, 134- 
135, 167, 168; informal, 132, 134- 
185, 167, 169; intermediate grades, 
167; primary grades, 132-135 

Rosenblatt, Louise M., 416 

Roth, John M., 409, 416 

Rue, Eloise, and La Plante, Effie, 272 

Russell, David H., 231, 239, 250, 394, 


416 


St. Mary's Hospital, Rochester, Minne- 
sota, 43 

Sandburg, Carl, 402, 449 

Saunders, Dorothy, 273, 274, 292, 306, 
311, 321, 326, 341, 366 

Saunders, Katharine, 197 

Sawyer, Ruth, 416 

Schlauch, Margaret, 13, 49, 451 

Schonell, Fred J., 197, 274, 289, 307, 
309, 331, 348, 367, 374, 888 

Science: intermediate grade interest in, 
165; language values in program, 
179-180 

Scott, Carrie E., 416 

Seashore, Robert H., 222, 227, 229, 
230, 239, 240 

Seattle Public Schools, 307, 343 


Secret languages, 39, 161 
Seegers, J. Conrad, 42, 222, 226, 232, 


240, 343, 367 
Self: awareness of, 30, 35-37, 80-81, 
in learning situations, 94-95 
Self-centered outlook, 24; egocentric 
to understanding 


‚ 25; progress 
я needs, and attitudes of 


others, 28 
by children, 440-441 


Self-evaluation, 
Self-expression, thinking, speaking, 


writing in, 22 
Semantics, 232-234 
Sentence sense, development of, by 


children’s dictation, 280 
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Sentiments, development of, 38-39 

Sex differences, in language develop- 
ment, 51-52 

Shacter, Helen, 44, 166, 196, 218, 342 

Sharing period, in primary grades, 
142-143 

Sheehy, Emma D., 110, 115 

Sherer, Lorraine, 307, 416, 434 

Sherman,. Frank Dempster, 292 

Shirley, Mary M., 72, 73, 82-83, 89- 
92, 228, 929, 940 

Shumaker, Ann, 307, 342, 434 

Siblings, language development of, 50, 
51 


Sickels, Evelyn R., 416 

Siks, Geraldine Brian, 434 

Singing tones, in vocalization of babies, 
73 


Singletons, language development of, 
50-51 

Size, concept of, 33 

Slang, 39, 161-162 

Slow starter, in speech, 204-205 

Smith, A. E., 67 

Smith, Dora V., 24, 40, 42, 80, 92, 147, 
155, 180, 184, 187, 188, 197, 307, 
811-312, 329, 343 

Smith, Madorah E., 44, 55, 67, 78, 92, 
228, 240 

Smith, Mary Katherine, 80, 92, 229, 
240, 394 

Social, aspects of language, 28-30; 
awareness, 28; implications, 101; 
index to the level of culture, 29 

Social development: of four-year-old, 
100-101; preschool, 86-87 

Social sense, language and, 35-37 

Social skills, 191-199, 

Social studies, interrelated work with 
language, 171-179 

Socioeconomic status, relationship to 
language development, 52-53 

Sociometric studies, emphasis on, 136 

Space, concept of, 38-34 

Speaking: essential skill for, broad- 
casting, 192-194; conversation, shar- 
ing experiences through, 184-186; 
directions, giving and following, 
190; oral Teports, 190-191; parlia- 
mentary procedures, 189; purpose- 
ful discussion, 186-188; questions, 
asking and answering, 189-190; 
radio, listening to, 192; social skills, 
191-192; summary, 183-184; out- 
going aspect of language, 135, 152; 
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usage and spoken language, 194. 
See also Primary school, listening 
and speaking in 

Speedi: as rah of behavior, 74; de- 
fective, 84, 209-214; distinguished 
from language, 16-17; egocentric, 
25-27; functions of, as ape s 
communication, 159; good, majo 
goal of language training, 198-199; 
handedness and, 211; improvement 
of, 199-200; individuality in, 151— 
152; instruments and power of, 156; 
muscular coordination in, 74; of five- 
year-old, 100-101; of teacher, 200- 
201; preschool: association, condi- 
tioning, and motivation, 75; bab; 
bling period, 72-73; command о 
language, growth in, 77-78; 
munication, early form of, Eos 
experience and language, 82— i 
first sounds, 74-75; first words, 7 
76; growth pattern and, in шш 
72-78; handicaps to normal ie Я 
opment, 88-89; personality deve op 
ment and, 89; social development 
86-88; vocabulary, 78-80; rm s 
as measure of growth, 81-82; s go 
starter, 204-206; social, 28-30, s 
talkativeness as measure of growt > 
80-81; variety and uniformity in, 
358-359; vocabulary of, 224 8% 

Spelling: basic vocabulary, 378-3 i 
beginning steps in, 383-384; hel 
tent subjects, 377; difficulty, А р 
to spelling, 390; evaluation in, p^ 
391; illogical, in English, 368-3 5 
methods of teaching, 382-383; o. 
language, and, 378; phonics, 8 a 
889; program in school, 378; rea d 
ing, and, 374-375; results desire » 
392; rules of, 387; “spelling а 
science,” 384; steps in learning, 3 А 
teacher’s task, 393; time poss 
for, 385; writing and, 375; voca 2 
lary, 378-382; word lists, 378-3 

Stammering, 210 1 

Standards: conversation, 185; deve op- 
ment of, in intermediate school wri 
ing, 328 

Stegeman, William H., 115 

Stephens, Ada Davidson, 115 

Sterling, Edna L., 329, 343 

Stern, William, 75, 92 

Sterner, Alice, 197 

Stimulation, of language growth, 95-96 


Index 


Stone, Clarence R., 232, 240 

Stone, L. Joseph, 67 

Stories: five-year-old interest in, 108; 
for three-year-old, 99; four-year-old 
interest in, 100; in kindergarten, 111; 
in preschool years, 85; intermediate 
grade interests, 164; primary grade, 
297-308; telling of, by child, 151- 
152; two-year-old interest in, 98 

Storytelling, 396-399 

Strang, Ruth, 39, 44, 67, 197, 343, 416 

Stratemeyer, Florence B., 197, 343, 416 

Straus, Mrs. H. G., 411, 415 

Strickland, Ruth G., 41, 44, 92, 152, 
155, 197, 219, 276, 286, 308, 416, 
484, 444, 451 

Stuttering, 88-89, 210 

Swearing, 162 

Sykes-Davies, Hugh, 367 


Talkativeness, 78, 80-81 

Talking, in primary school, 139. See 
also Speaking, Speech 

Teacher: example of, 75; speech of, 
200-201 

Teaching: direct and indirect, 17; 
evaluation and, 328-331; in devel- 
opment of thinking, 85 

Telephone behavior, 150, 186 

Television, 4, 5, 117, 118, 156, 166, 
194, 395, 412, 413, 432, 437 

Terman, Lewis M., 47, 67 

Tests, children defining and classify- 
ing things, 32 

Textbook teaching, mistaken em 
on, 312 

Textbooks, American, 158 

Things, learning by experience with, 
80-86 

Thinking: aloud, 21, 22; beginning of, 
21; cause-and-effect, development 
of, 84-35; creative, in primary 
school, 143-144; creative and pro- 
ductive, 22; dependence of, on Јап- 
guage, 41; language and, 21, 441; 
logical, 35; mathematical, 181-182; 
of four-year-old, 80; scientific, 35 

Thompson, Dorothy, 256 7 

Three-year-old, 99; ехрегіепсе with 
children, 84; experience with things, 
82 

Time, concept of, 39-40 

Tinker, Miles А., 271 

Tolerance, 40 

Traxler, Arthur Е., 416 


phasis 
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Treut, Alvina, 273, 274, 292, 306, 311, 
321, 326, 341 

Twins, language development of, 50- 
51, 51-52 

Two-year-old: experience with chil- 
dren, 86; experience with things, 80— 
81; in nursery school 


Unauthorized language, 161-163 

Understanding, growth of, 46 

Urban, Wilbur M., 15, 44 

Usage: American and English, 6-7; 
choice of words, 347-348; grammar: 
formal, 347-348; functional, 356— 
858; in primary school, 147-148; 
teaching of, 848-356; handwriting, 
360-363; ать 363-364; 
regional differences in, 30; spoken 
language and, 194 

Use of language, easy: atmosphere, 
136; dynamic interests, 138-139; 
initiative, 9; wholesome relation- 
ships, 136-138 


Van der Kar, Catherine S., 307, 434 

Variety, and uniformity in speech, 
359-360 

Verbs, in early speech, 80 

Verse choirs, 433-434 

Vision, poor, problem of, 215 

Visual aids, use of, 194 

Vocabulary: development of, in chil- 
dren, 235-238; growth and change 
of language, 234-235; in intermedi- 
ate grades, 158; of four-year-old, 99; 
oft ree-year-old, 99; of two-year- 
old, 98; potential or marginal, 222, 
295-296; preschool, 78-80, 228-229; 
primary school, 139; reading, 243; 
school children, 229-231; semantics, 
932-234; significance of, 220-221; 
size of, 226-227; types of, 221-222; 
speaking, 224; understanding, 299- 
2924; writing, 295, 381; word lists, 


231-232 

Vocal apparatus: babbling period, 74— 
15; crying of infants, 71; infant 
speech, 70-72; muscles, 70 

Vowel sounds, in infant speech, 74-15 


Vowels, articulation of, 145 


Wagner, Eva Bond, 270 

Walcott, Fred G., 367 

Ward, Winifred, 417, 429, 434 

Watts, A. F., 16, 17, 22, 28, 26, 88, 34, 
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39, 46, 47, 48, 67, 75, 76, 80, 88, 92, 
158, 171, 174, 175, 190, 197, 285, 
297-302, 308, 343, 367, 416, 451 

Weaknesses, discovery and correction 
of, 329-330 

Webb, Ruth К., 197, 343 

Weight, concept of, 33 

Werner, Lorna Shogren, 210, 219 

Wesley, Edgar Bruce, 197 

White, Dorothy, 416 

Wilder, Laura Ingalls, 174, 409 

Williams, Ruth M., 115 

Willis, Margaret, 197 

Wills, Clarice D., 115 

Wilt, Miriam E., 116, 129 

Witmer, Helen Leland, 13, 92 

Witty, Paul, 127-128, 197, 219, 308, 
343, 416 

Woodcock, Louise P., 306, 420, 434 

Word lists, 231, 232, 378-381 

Words: choice of, 148, 364, 366; emo- 
tional response of, 28-30; interest in, 
in intermediate grades, 161; weapons 


ог aggression, as, 29. See also Vo- 
cabul 


Wright, Lula Е., 115, 308, 416 

Writing: in social studies, 177; outgo- 
ing aspect of language, 137; social 
aspect of communication, 15; уосађ- 
ulary, 222, 225, 230-231; word lists, 
878-381. See also Handwriting 

Writing, beginning: adequate help in, 
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283-289; creative expression: cli- 
mate for, 291-292; experience and, 
289, 291-292, 294-297; form of, 
293; goal of, 305; motivation for, 
292-293; situation productive of 
304-305; stories, primary grade, 
297-303; through language, 290- 
291; dictation: first step in written 
language, 275-276; teacher as scribe, 
279-281; with copying, 276, 281- 
283; first experiences in, 275-276; 
independent, 289-290; practical and 
personal, 274; steps in growth in, 
276-279; teaching of, 273-275 № 
Writing, intermediate school: ability 
range, 313-815; creative writing, 
331-334; formal English periods, 
mistaken emphasis on, 811-312; 
goal for, 340; independence, devel- 
opment of, 309, interest experience, 
and growth, 338-339; letters, 316- 
319; business, 338-339; personal, 
321-323; motivation, 315-316; ро: 
etic expression, 334-338; practica 
forms of, 324; record keeping, 324- 
325; reports, 325-328, standard for, 
315-316; suggestion for, 312-313; 
teaching and evaluation, 328-831 


Yearbook, 324-328 
Young, Florence M., 44 
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